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Abstract 
This research is a qualitative case study of the EFL curriculum in an Iranian high school. 
My aim has been to understand and interpret that curriculum, and in this way, to explore 
some of the likely reasons for the pupils' underachievement in their communicative 
ability. This target is approached through the implementation of ethnographic techniques 
of class observation, interview, and document analysis. To delineate the areas of the 
research and to take account of the research context of situation, I have devised and 
applied an EFL curriculum evaluation frame appropriate for the study of EFL curriculum 
in the Iranian high school. 
Through this study, I have made certain 'analytical inductions' about the EFL 
curriculum in that high school. I have argued that we seem to need a lens, different from 
that of the quantitative experimental approach, so as to enable us to explore and look at 
the issues concerning EFL curriculum and underachievement more widely and clearly. I 
have also discussed that merely borrowing the concept of communicative competence is 
not enough to improve the pupils' ability to communicate. Certain principles and 
prerequisites need to be met to enhance this ability. For instance, social construction of 
knowledge, collaboration of the pupils on the teaching and learning processes, and their 
involvement in language activities can contribute to the enhancement of the pupils' 
communicative competence. I have also hypothesised that loosening institutional 
constraints and making teachers conscious of the distinction between broader and 
narrower concepts of communicative competence might help to operationalise broader 
concepts of communicative competence in the high school EFL classes. 
The above arguments are made through evaluation research of the EFL 
curriculum in a high school by demonstrating that there is rather loose congruence 
between the curriculum components and that relatively recent approaches to learning 
and teaching are not reflected appropriately in that curriculum. 
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Statement of the Problem and Motivation for the Study 
With the development of technology and science, a great many publications and 
periodicals are published in the English language to convey this development to different 
peoples of the world (Crystal 1997, Crystal 1999, Chang and Swales 1999). This factor 
along with other considerations such as the exigency for cultural, economic, and 
international relations have led many non-English-speaking countries to include the 
English language in the curriculum of their high schools and universities (Hill and Parry 
1994). However, although much money, time, and energy are spent on the improvement 
of the English language abilities of students of those countries, it seems that in many 
cases the gains are trivial (Johnson 2001); for instance, I have come across students who 
come to English-speaking countries such as England to do their postgraduate study and 
express dissatisfaction with the EFL (English as a Foreign Language) curriculum of their 
countries because in reality they realise that they are incapable of communicating 
effectively in English: 
Once I graduated from high school, I couldn't do anything with the 
English I'd learnt at school. I couldn't speak or read in English, let alone 
listen or write in that language. I was too weak even at grammar [i.e., 
syntax- my insertion]. A lot of money, time, and energy were spent on 
learning English at high school, but the result was nil. (Interview with an 
Iranian high school graduate coming to the U.K. to continue education, 
April 24, 2000) 
Even those who have not travelled to English-speaking countries express 
discontent with the EFL curriculum of their countries; for instance, in my country, Iran, I 
have encountered many students who are not satisfied with their experience of learning 
EFL in their high schools because they believe that, although most of them pass the 
English language examinations administered in their schools, they are not able thereafter 
to benefit from the practical aspects of EFL such as understanding a simple text in 
English, let alone communicating in that language: 
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I've been learning English at school for five years but I haven't learnt that 
much. I might only have learnt a bit of grammar [i.e., syntax- my 
insertion] that I usually forget after the exams .... The reason I forget even 
that bit of grammar is that most of us [i.e., high school students- my 
insertion] study English to pass the EFL course and exams .... The EFL 
course is not taught well at high schools .... I don't think a high school 
graduate knows that much of English to communicate in that language .... 
I don't think he knows even the English grammar though it is worked on 
at high school. (Interview with a high school student in grade three, 
November 3,2000) 
I have also come across a number of English language teachers in Iran who 
express dissatisfaction with certain features of the EFL programme of Iranian high 
schools; e.g., dissatisfaction with the content of the English language textbooks used in 
their schools, the washback effect of the English examinations administered to their 
students, and the institutional restrictions (e.g., time constraint and big class size): 
The time devoted to the EFL course at high school has been reduced and 
the time allotted to other courses has been increased. The high school 
EFL textbooks aren't step by step and it makes no difference which book 
is taught first, second, or third; they can be used instead of one other very 
easily. Almost all high school graduates who are admitted to university 
complain about their EFL disabilities. They even complain and are 
worried about their disability in dealing with the EL syntax and with 
reading simple English texts. (Interview with an EFL teacher who has 
been teaching EFL at high schools for seventeen years, October 23, 2000) 
Unfortunately we have a considerable number of failures in the English 
language tests administered at our school. About 30 percent of the 
students of our school don't pass in the school English exams run at the 
end of each year .... The number of failures is less in courses other than 
English. (Interview with an EFL teacher working as a high school vice-
principal as well, October 2, 2000) 
Further to the above, my four years experience as an EFL lecturer in one of the 
universities of Iran revealed to me that even those students who had scored highly in the 
English examinations of their high schools could not cope with the practical aspects of 
EFL such as reading and comprehending simple texts of the English language or 
expressing simple utterances in English. My thirty class observations, presented in 
Chapter Six, also reinforce the point that students have underachieved in their EFL 
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communicative abilities. Moreover, thesis 201/110, 18792, 19961 conducted in Iran 
endorses that high school students have underachieved in EFL abilities. Radmehr, an 
Iranian academic, expresses the problem in this way in Gozaresh Monthly: 
A lot of high school graduates of our country, who are more than several 
million, fail to read, comprehend, or translate one page in the EL. They 
also fail to express their simplest needs in the EL. We witness this failure 
while million hours of time and a considerable amount of financial 
facilities as well as energy are spent on EFL education. Even a lot of our 
scientific elite fail to use the foreign language while travelling abroad or 
communicating with foreign visitors. In such circumstances, isn't it right 
to ask what the reasons are for this failure? ... millions of Tomans [i.e., 
Iranian currency] are spent on nothing because when a high school 
graduate cannot pronounce or write a simple English sentence, this is the 
same as spending money on nothing .... I have elaborated on the problem, 
but national determination is required to find a solution .... If such 
determination comes about, there is no doubt that the qualified and the 
expert will step forward to present their ideas to the educational 
authorities free for resolving the problem. (Radmehr 2000, 10) 
In addition to the foregoing qualitative data, the following statistics produced by 
the State Educational Assessment Organisation, which is one of the associates of the 
Ministry of Higher Education, based on a high stake test offer quantitative support to the 
argument: 
Unfortunately the scores of students taking general course tests are 
unacceptably low in the university entrance examination in the year 1997. 
The reason for this problem should be sought in the educational 
curriculum. Out of 1,200,000 high school graduates who took part in the 
aforementioned examination, 340,000 of them [i.e., nearly 30%- my 
insertion] got zero or even a negative mark li.e., below zero- my 
insertion] in the EFL test. (Iran Newspaper (1S t of Sep 1997, p. 16) 
quoting the statistics provided by the State Educational Assessment 
Organisation) 
However, it is not just in Iran and it is not just EFL in which students fail to 
achieve an adequate level of operational competence. In the UK, for instance, according 
to Downes's (2001) paper entitled 'Why are the British such poor language learners?' 
and as stated in the Nuffield Languages Inquiry reports (2000) entitled 'Languages: the 
1 This number refers to the abstract of a thesis on the Internet which has been conducted in Iran. The thesis 
writer's name has not been mentioned on the Internet. However, the interested readers can check the 
following website: www.irandoc.ac.ir 
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next generation' and 'Main Findings of the Nuffield Languages Inquiry', too few 
students graduate from secondary schools with adequate communicative competence in 
MFL (Modern Foreign Languages). All of the above-mentioned examples remind me 
that " an educational programme is not effective if so much is attempted that little is 
accomplished" (Tyler 1949, 33). 
Since Iranian high school students do not usually have a sense of achievement in 
their EFL abilities, there might be gaps between what is planned (i.e., the official 
curriculum) and what is implemented (i.e., the received curriculum). There might also be 
limitations in the planned and implemented curriculum. To explore these likely gaps and 
limitations and to suggest certain formative feedback, in this thesis I have researched the 
course content, examination content, objectives of the EFL curriculum in Iranian high 
schools, and the relations of these components to students' expressed needs and interests 
through the deployment of an EFL curriculum evaluation frame. 
In this thesis, the terms 'achievement' and 'attainment' are used interchangeably 
though some researchers draw a distinction between the two by maintaining that the 
former refers to comparing the present status of the learner's language abilities with the 
status of those abilities in the past whilst the latter implies comparing the present status 
of the learner's language abilities with what is required by course objectives. Given this 
interchangeability, by applying the term 'underachievement' I actually refer to the 
learners' language abilities as lower than what is required by the course objectives as 
stated in the Teacher's Guidebooks. Being aware that "limitations prevent all actual 
projects achieving perfection" (Cameron et al. 1992, 137), yet I contend there is always 
room for improvement In all actual projects including EFL educational 
curricula. Furthermore, throughout this thesis, the term 'curriculum' is taken as a broad 
concept incorporating the course objectives, the textbooks, the in-class teaching and 
learning activities and processes, the examinations, and the needs and interests of the 
learners. Moreover, as the title of the thesis shows, the approach of this study to the 
curriculum and to the exploration of the curriculum is qualitative in that I have attempted 
to look at the curriculum through applying the naturalistic ethnographic techniques of 
observation, interview, and document analysis (see Chapter Four). In other words, I have 
adopted a 'descriptive data-based' approach which is formative, process-oriented, 
inductive, and based on descriptive data (Rea-Dickins and Germaine 1992). It is also 
noteworthy that the concept 'evaluation research' mentioned in the thesis title refers to 
researching the curriculum through the process of evaluation in order to understand and 
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interpret the curriculum by applying social science research methods (Murphy 2000 a, 
Clarke 1999); however, this is done while relating the findings of evaluation to the 
literature, and in this way, attempting to make contributions to the field of language 
education. Though certain researchers like Dermot Murphy (2000 a) contend that 
evaluation is research, others like Pauline Rea-Dickins (1999) argue that evaluation is 
different from research as the former intends to contribute to policy and practice whilst 
the latter initially aims to make contributions to knowledge. That is why, I suggest, the 
findings of the process of evaluation need to speak to the literature, and in this way, 
attempt to make contributions to knowledge if evaluation is to be considered as 
evaluation research. Accordingly, this thesis is not an evaluative piece of writing entirely 
because I am not performing as an inspector though I am interested in outcomes and 
practicalities of the curriculum that give an evaluative dimension to my thesis. As 
research, my thesis offers an evaluative frame through which attempts are made to make 
contributions to knowledge. In other words, evaluation and research seem to have made 
'complementary contributions to the field of language education' (Rea-Dickins 1999, 
92) in this thesis. In my study, this is undertaken more qualitatively by, for example, 
associating teachers' perceptions of 'communicative competence' with Dubin's 
conceptualisation of 'communicative competence'; by linking teachers' and pupils' 
ideas about how an EFL textbook needs to be written with Dendrinos' s findings; by 
speaking to Wall and Alderson's findings about test washback through my data on 
washback; and by speaking to what Alcorso and Kalantzis claim about pupils' needs and 
interests. 
The Purpose of the Study 
My research aim is to understand and interpret the EFL curriculum in an Iranian high 
school in order to explore some of the likely reasons for the high school students' 
underachievement in their communication abilities in the light of relevant literature, and 
in this way, to attempt to make modest contributions to the field of EFL education. This 
aim has been achieved through the evaluation research of that curriculum by examining 
how policy is translated into practice in classrooms in the context of an Iranian high 
school while linking the findings and interpretations with the relevant literature. The 
present study, accordingly, is going to be heuristic in the sense that evaluating the EFL 
curriculum of an Iranian high school and gathering the relevant data, it is going to 
15 
propose hypotheses regarding the identifiable gaps and limitations of that curriculum, 
and finally to suggest some tentative explanations for the limitations of that curriculum. 
These explanations emerged as the study progressed and were concerned with the 
objectives, materials, learning arrangements, and examination contents. In this regard, 
Tyler writes: 
It is not only desirable to analyse the results of an evaluation to indicate 
the various strengths and weaknesses, it is also necessary to examine 
these data to suggest possible explanations or hypotheses about the reason 
for this particular pattern of strengths and weaknesses .... (Tyler 1949: 
122) 
This study, then, is a qualitative case study of a high school EFL curriculum 
while that curriculum is in progress in order to generate and/or modify hypotheses about 
that curriculum as far as the students' underachievement is concerned. In other words, 
my study is an attempt to incorporate both practical (pedagogical) and theoretical 
considerations to explore an EFL programme as an illustrative case in order to 
hypothesise analytical generalisations. As Kelly (1989) puts it, " ... in education, and 
probably in all other spheres too, theory and practice must go hand in hand and side by 
side if either is to benefit in any significant way" (Kelly 1989, 246). 
Research Questions and Emerged Hypotheses in General Terms 
As was mentioned earlier, to understand and hypothesise about the EFL curriculum in an 
Iranian high school, I have attempted to explore how the planned curriculum is 
translated into an implemented one. To do so, I have probed into the inter-relationships 
among the components of the curriculum (i.e., course objectives, teaching and learning 
activities and processes, textbook contents, and examination contents) and their 
relationship with the expressed needs and interests of the students. Accordingly, I have 
identified certain issues as the consequences of my research process. These issues 
include: 
• Just borrowing the concept of communicative competence is not enough to 
improve students' ability to communicate. Certain principles need to be met to 
enhance this ability of the students. 
• One of these principles can be the collaboration of the students in the teaching 






Another principle can be the loosening of institutional constraints and making 
teachers conscious of the distinction between broader and narrower concepts of 
communicative competence. 
Another principle can be adhering to broader concepts of communicative 
competence rather than narrower ones. 
We seem to need a different lens which can enable us to explore and look at the 
issues concerning EFL curriculum and underachievement more widely and 
clearly. 
There is rather loose internal congruence between the EFL curriculum 
components. 
Overview of the Dissertation 
My dissertation consists of eleven chapters. The first chapter is devoted to the 
description of the problem, the purpose of the study, a general statement of research 
questions and emerged hypotheses, and an overview of the dissertation. The second and 
third chapters constitute the main literature review of the study though my literature 
review spreads throughout the whole thesis. The second chapter centres on devising an 
EFL curriculum evaluation frame appropriate for the study of EFL curriculum in Iranian 
high schools. The third chapter deals with certain FL teaching methods which seem 
effective in the process of EFL teaching and learning in Iranian high schools. The fourth 
chapter is given over to the design of the study and the methodology of exploring the 
research questions. The fifth chapter explores the Iranian high school EFL course 
objectives. The sixth chapter deals with my class observations through which it is shown 
that there is only partial harmony between what the course objectives require and what 
goes on in the classrooms. The seventh chapter is an attempt to render certain 
explanations for the partial harmony through certain of my interviews with teachers and 
students. The eighth chapter is an attempt to analyse and interpret the EFL textbooks 
applied in Iranian high schools. The ninth chapter is an attempt to analyse and interpret 
certain EFL examinations administered in Iranian high schools. The tenth chapter 
focuses on the expressed language and language learning needs and interests of the high 
school students. Finally, the last chapter which is given over to summary, discussions 
and conclusion attempts to summarise, interpret, discuss, and integrate the findings of 
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the study, as well as identify limitations, and suggest avenues for further research. 
Bibliography and appendices follow the last chapter. 
According to the above structure, the next chapter, then, is given over to a part of 




Curriculum Evaluation Frames 
In the previous chapter, I endeavoured to present an overview of the present thesis. I 
stated that the main review of literature in this thesis consists of two chapters: Chapter 
Two which is an attempt to develop an EFL curriculum evaluation frame suitable for the 
study of the EFL courses in Iranian high schools, and Chapter Three which is a review 
of certain FL teaching methods that have affected the curriculum components reflected 
in the frame. I also maintained that one of the purposes of this thesis is to understand and 
interpret the EFL courses in an Iranian high school in an attempt to disclose certain 
reasons for high school pupils' underachievement regarding EFL. I explained that one 
way of approaching this target is through evaluation research (Murphy 2000a, Clarke 
1999) of the EFL curriculum in the Iranian high school. Accordingly, the present chapter 
is given over to a comparison and contrast among a set of existing curriculum evaluation 
models and frames to develop an appropriate, context-sensitive frame for the 
investigation of the EFL curriculum in Iranian high schools. In so doing, because it is 
useful to be informed of the strengths and limitations of each model in order to arrive at 
a critical, reflective and thoughtful decision so as to adapt and extrapolate from those 
models, I try to present a fairly in-depth review of certain models. The models to be 
critically described are Tyler's summative objectives-based model (1949), Taba's social 
studies model (1966), Scriven's formative goals-based model (1967), Stake's 
countenance model (1967), Stufflebeam's context-input-process-product model (1971), 
Scriven's goal-free model (1972), Koppleman's explication model (1983), and process-
outcome model elaborated by Owen and Rogers (1999). I have chosen these models 
because they appear relevant to my study in that they may help me to develop a suitable 
frame for my inquiry, and they seem to be prevailing in the literature of curriculum 
evaluation. Finally, a frame is synthesised which I suggest may be an appropriate one for 
the evaluation research of the curriculum under investigation. I feel it necessary to 
mention that without a frame, the findings of curriculum evaluation research would be 
'everything about everything' (Ivanic and Weldon 1999, 184). In other words, clarity via 
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a frame enables us to handle a lot of concepts and to cover an array of topics. 
Furthermore, a frame seems to give a measure of internal coherence to my research. 
I also need to acknowledge that, though I have adopted a critical approach in 
discussing the above-mentioned frames, those frame developers should be given credit 
for attempting to devise evaluation frames for different educational contexts. I contend 
one can disagree with certain aspects of those frames and yet admire the ingenuity and 
insightfulness of the frame developers and benefit from their initiatives. Certainly these 
researchers deserve praise for developing extensive and detailed evaluation frames. I 
also believe even the inadequacies of their frames can doubtlessly stimulate other 
researchers, such as me, to attempt to improve the same frames or to develop other ones. 
In this sense the contribution of the frame developers whose frames I discuss in this 
chapter is also especially helpful. 
Ralph Tyler's Summative Objectives-based Model 
This model, which is based on Tyler's particular view of curriculum development, is 
objectives-based because for Tyler, course objectives are the cornerstone for both 
curriculum development and curriculum evaluation. According to Tyler (1949), the 
following steps are to be taken in every act of curriculum development and evaluation: 
1. Specifying the objectives of the curriculum; 
2. Expressing the objectives in behavioural terms (i.e., the changes to be brought 
about in the learner); 
3. Providing the learner with suitable expenences to establish the desired 
behaviour in him/her; 
4. Assessing the achievement of the learner in terms of the objectives (i.e., In 
terms of the desired behaviour); 
5. Modifying the experiences to guide the learner further towards the objectives. 
In sum, according to Tyler's objectives-based model, to evaluate a curriculum, the 
objectives of the course are specified, then there is an experience to enable the learner to 
reach those objectives, and finally the achievement of the learner to the objectives is 
assessed. These procedures can be shown diagrammatically in the following way: 
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Objectives "I Experience "I Assessment 
Figure 2.1: Tyler's evaluation model 
There seem to be certain limitations in Tyler's model. These limitations might be 
itemised as follows: 
1. For Tyler, 'objectives' refers solely to behavioural changes which should take 
place in students whereas, I suggest, it is also possible to express the objectives in 
non-behavioural terms. For instance, objectives can be stated as the activities the 
teacher is supposed to carry out in the classroom or as topics and concepts which 
are to be taught and learnt during a course. Thus, it would not appear necessary to 
express all objectives in behavioural terms unless we chiefly believed in 
behaviourism. 
2. Tyler's model IS a kind of summative assessment rather than formative 
evaluation. In other words, Tyler's model only focuses on students' final 
achievement as the key factor in curriculum evaluation rather than considering all 
aspects of the curriculum while the curriculum is in progress; aspects such as the 
examination content, instructional materials, in-class teaching and learning 
activities, and even the objectives of the course. In conclusion, Tyler's model 
tends to focus on a limited facet of curriculum, i.e., the students' final 
achievement, whilst my concern, more broadly, is with other areas of their school 
learning (Alexander 1984, Kelly 1989, Low in Johnson (Ed.) 1989, Rea-Dickins 
& Germaine 1992, Hill and Parry 1994, Black & Wiliam 1998, Kelly 1999, 
McNamara 2000, Rea-Dickins & Germaine 2001). 
3. Tyler's model is product-oriented in the sense that it looks at treatment and 
assessment as the products of the course objectives, and it seems to purport that 
only the product of the course (i.e., the achievement of the learner) is to be 
assessed, therefore, neglecting the evaluation of the process of treatment, the 
objectives of the course, and unanticipated outcomes. 
4. Tyler's model is atomistic rather than holistic; in other words, it focuses on 
certain aspects of curriculum rather than the interaction of all levels of a 
multifaceted phenomenon called curriculum. 
S. This model is linear starting with specifying objectives and ending with 
assessment, as the above diagram shows. 
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In short, Tyler's model is summative, atomistic, and solely objectives-based. 
However, since I am going to undertake a qualitative formative evaluation of the whole 
EFL curriculum of an Iranian high school while that curriculum is in progress with 
regard to the teaching and learning activities, Tyler's model does not seem appropriate to 
my inquiry. However, Tyler's model seems helpful to me because, having got familiar 
with its limitations, I have made an attempt to avoid such limitations in my own frame. 
Further, Tyler's model helped me to recognise that the evaluator can consider the course 
objectives as a point of departure in the process of evaluation. Consequently, the point of 
departure in the process of evaluation I have undertaken is the objectives of the EFL 
course in terms of which other components of the course can be evaluated. 
Hilda Taba's Social Studies Model 
Hilda Taba's social studies evaluation model is a kind of experimental research which 
attempts to find cause and effect relationships. According to this model, two types of 
curriculum evaluation are recommended. In the first type, a pre-test is administered to 
the students and the result is recorded. Then the curriculum is implemented, and in other 
words, a treatment is performed on the students. Finally, a post-test is run and the result 
of the post-test is compared with that of the pre-test to locate the areas of achievement 
and underachievement. This type of evaluation can be depicted in the following way: 
Pre-test ~I Treatment ~I Post-test 
Figure 2.2: Taba's evaluation model A 
In the second type of evaluation, which can be applied to the comparison of two 
curricula, while the control group undergoes the old curriculum, the experimental group 
receives a new curriculum, and finally the two groups take a post-test. Then the results 
of the post-test of the two groups will be compared to select the more successful 
curriculum. This type of evaluation can be illustrated diagrammatically as follows: 
22 
Control group taking the old curriculum ~ Post-test ~ Comparison 
V Experimental group taking the new curriculum ... Post-test .... 
Figure 2.3: Taba's evaluation model B 
There appear to be certain limitations in Taba's social studies evaluation model. 
These limitations include: 
l.The first problem with Taba's model is that it is artificial and superficial in the 
sense that it takes the curriculum and the human learners as the objects of a laboratory 
research whereas curriculum evaluation and human learning are much more complex to 
be accounted for just by an artificial, superficial experimentation. In regard to the 
application of the natural science approaches, such as experimentation, to the social 
sciences, Seidman (1998) drawing on Bertaux (1981) writes: 
... those who urge educational researchers to imitate the natural sciences 
seem to ignore one basic difference between the subjects of inquiry in the 
natural sciences and those in the social sciences: The subjects of inquiry 
in the social sciences can talk and think. Unlike a plant, or a chemical, or 
a lever, "if given a chance to talk freely, people appear to know a lot 
about what is going on" (p. 39). (Seidman 1998, 2) 
2.Since Taba's model is actually a kind of experimental research seeking to locate 
cause and effect relations, the dependent and independent variables are to be specified 
and controlled for severely; however, because we are dealing with an on-going 
multifaceted phenomenon (i.e., curriculum) and with a very complex and 
multidimensional creature (i.e., human being), some variables may sometimes be left 
uncontrolled, and hence, an effect could be attributed to unknown variables; accordingly, 
accurate inferences sometimes become impossible and the internal validity of the study 
may be undermined. 
3.Taba's model, like Tyler's, appears linear moving from the implementation of the 
curriculum to post-test. 
4.Like Tyler's model, Taba's model seems to be influenced by the concepts of 
objectivity and experimentation inherited from the school of behaviourism. As far as 
experimentation is concerned, in no. 1 and 2 above, I explained that the application of 
natural sciences experimentations to social science studies is artificial and superficiaL 
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and such experimentations in social sciences bear weak internal validity. As far as 
objectivity in social research is concerned, Jenkins (1976) writes: 
Many leading scientists tell us that even our scientific approaches are 
ultimately biased. Mter all, the communities of men (sic) who establish 
scientific canons are subject to the same pressures as the rest of us. In 
fact, there can be no value-free social research ... (Jenkins 1976:12) 
I think the issue of objectivity in social research can be looked at at least in two 
ways: attempting to reduce the amount of subjectivity as the positivist paradigm 
suggests, or acknowledging the nature of sUbjectivity and how it affects the data as the 
interpretivist paradigm puts forward. According to Campbell (1981), the concept of 
objectivity in social science was derived from its equivalent in natural science. He 
contends that positivism has not been so successful in explaining social phenomena as it 
has been in natural science probably due to the complexity of social phenomena and 
man. Likewise, Gillham (2000) states, "Our argument here is that 'experimental 
science' type approaches are ill-suited to the complexity, embedded character, and 
specificity of real-life phenomena" (Gillham 2000, 6). That is why, Campbell maintains, 
alternative approaches to social explanations have emerged. One of these alternatives is 
interpretivism with its appreciation of subjective meaning attributed to participants and 
to the reflexivity of the researcher. Campbell argues that looking at the participants' 
beliefs, values, and ideas need to be acknowledged as these can provide us with deeper 
understanding of social phenomena than the objectivity concept borrowed from natural 
science. In this regard, Wolcott (1994) writes, "More recently, the researcher has been 
allowed, even encouraged, to make the conceptions personal or part of the everyday 
experience - such as to one's own expectations, to experience, ... " (Wolcott 1994, 34). 
Wolcott also adds, "In the self-reflexive mood dominant in the 1980s, the distance an 
observer was expected to maintain to assure objectivity disappeared altogether in some 
camps .... Personal reflection once begrudgingly tolerated became not only accepted but 
expected" (Wolcott 1994, 44). For instance, Ivanic and Weldon (1999) argue that an 
objective stance is unobtainable and that multiple perspectives and viewpoints are 
required to add depth to our understanding. From an interpretivist point of view, the 
rigour, then, is in the reflexivity whereas in a positivist paradigm, the rigour is in the 
objectivity. To sum. up, in social science, subjectivity seems to add to the rigour of 
research rather than downgrade it. 
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In short, Taba's model does not seem appropriate to my inquiry because I intend 
to probe into the EFL curriculum of an Iranian high school adopting an interpretive 
qualitative approach rather than a quantitative experimental one. The reasons for 
adapting a qualitative approach is that quantitative approaches do not seem appropriate 
for illuminating the relationships among different components of an EFL curriculum and 
for revealing the likely reasons for students' underachievement, as quantitative 
approaches seem to further focus on a limited aspect of the curriculum, i.e. on the 
outcomes. As Kelly (1999) puts it, " ... education cannot be evaluated by reference to its 
outcomes but only by its processes" (Kelly 1999, 145). Furthermore, interpretive 
ethnographic tools such as observation of EFL classrooms, while the curriculum is in 
progress, interview with the participants of the curriculum (e.g., tutors and pupils), and 
document analysis are likely to bring about insights into the curriculum process which 
are less likely to be provided by experimental research which focuses further on the 
outcomes of the curriculum. Rea-Dickins and Germaine (1992), for instance, contend 
that curriculum evaluation can be largely descriptive and qualitative providing more 
profound information about the curriculum and its processes than tests and quantitative 
measurements, which do not appear to provide as much insight into educational 
practices as qualitative approaches. To me, it seems that classroom and curriculum, due 
to their deep complexities and varied interrelations, are not to be treated like a chemistry 
laboratory and chemical substances. In other words, objective curriculum evaluation 
seems hardly achievable. The review of Taba's model and its critiques, however, was 
useful to me in the sense that it provided me with information on the nature of 
curriculum development and evaluation. In addition, Taba's model made me conscious 
of the need to pay attention to the areas of both achievement and underachievement in 
the EFL courses, rather than just focus on underachievement, while carrying out my 
research. 
Michael Scriven's Formative Goals-based Model 
Scriven's formative goals-based model (1967), like Tyler's model (1949), is goals-based 
in the sense that all aspects of the curriculum are supposed to be evaluated against the 
intended goals of the course. However, the difference between this model and that of 
Tyler is that, by drawing a distinction between formative and summative evaluation, 
Scriven (1967) purports it is possible and preferable to evaluate all aspects of the 
curriculum against its goals 'formatively' rather than summatively. Needless to say, 
Tyler's model (1949) was summative because it was to take place post-course bearing an 
emphasis solely on the final achievement of the learner whereas Scriven's model (1967) 
is to be applied in-course considering almost all aspects of curriculum to provide 
feedback for remedy and amendments in different dimensions of the curriculum. In other 
words, Scriven's model is to be applied during the implementation of the curriculum, 
rather than after the completion of the course, with the purpose of pinpointing the 
limitations of the curriculum and giving feedback to the curriculum developers and 
implementers to make an attempt to modify the curriculum and their activities. Thus, 
Scriven (1967) wrote: 
Essentially, we need to know about the success of three connected 
matching problems: first, the match between goals and course content; 
second, the match between goals and the examination content; third, the 
match between course content and examination content .... Only in this 
way are we likely to track down the real source of disappointing results. 
(Scriven 1967: 59) 
Scriven's model (1967) can be shown diagrammatically in the following way: 
I Goals I 
/~ 
Course content 1 ........ 1------ L-_E_x_a_m_i_n_a_ti_on_c_o_n_te_n_t----' 
Figure 2.4: Scriven's evaluation model 
In summary, both this model and that of Tyler are goals-based (or objectives-
based) although the former is formative and the latter is summative; in addition, Tyler's 
model seems more linear whereas Scriven's model appears more triangular. Thus, to 
apply Scriven's model (1967) to curriculum inquiry, the researcher is to measure to what 
extent the two angles at the bottom accord with the topmost angle of the triangle. 
Scriven's model (1967) seems to ignore one significant ingredient of curriculum 
development. This model does not take into consideration the needs and interests of 
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pupils as a point of departure which could lead to the specification of goals or objectives. 
I presume if the needs, interests and the expectations of pupils are not taken into 
consideration while determining the goals or objectives of the course, an implicit 
conflict may occur between what the pupils prefer, i.e., their hidden agenda, and what 
the official curriculum offers, and this conflict might lead to the pupils I less attention to 
the official curriculum, and accordingly, less learning might take place (the issue 'hidden 
agenda' will be elaborated on in Chapter Ten). 
In short, this model does not seem suitable to my situation and to the purpose of 
my study in the sense that it does not pay heed to the hidden agenda of the pupils 
whereas I make an attempt to account for them in my inquiry through interview with the 
pupils. In other words, Scriven's model (1967), whilst invaluable as a starting point for 
my examination of various models and useful in familiarising me with different 
components of educational curricula, does not look appropriate to be applied unmodified 
to my study. I have incorporated certain components of Scriven's model such as course 
objectives, course content and examination content into my model depicted in Figure 
2.9. Moreover, I have added another component, viz students' expressed needs and 
interests, and I have attempted to take into consideration not only the bottom-up 
relationships, as Scriven's model suggests, but also the top-down interactions (see 
Figure 2.9). 
Robert Stake's Countenance Model 
In a paper entitled 'The Countenance of Educational Evaluation' (1967), Stake draws a 
distinction between formal and informal evaluation on the one hand, and description and 
judgement data on the other hand. He asserts that formal evaluation is more objective 
and standardised whereas informal evaluation is more subjective and casual. He also 
maintains that description data focus on the students' achievement (i.e., Tyler's 
tendency) and on the instructional practice whereas judgement data are obtained from 
the value judgements of experts, teachers, parents, students, and administrators. Stake 
also states that three types of information need to be collected in curriculum inquiry: 
1. Antecedents: information about conditions before teaching and learning 
activities. 
2. Transactions: information about teaching and learning activities. 
3. Outcomes: information about both intended and unintended learning. 
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Stake also suggests that these three types of information be collected both on the basis of 
intentions and observations. In 1972, in a later paper entitled 'Analysis and Portrayal', 
Stake expressed a view indicating that an educational programme consists of interwoven 
intents, transactions, and outcomes, and that focusing on just one of these components 
(i.e., analysis) will distort the picture of the programme. He finally adds that a 
comprehensive description of the programme and the ways different people see the 
programme (i.e., portrayal) can provide complete information to the interested. In brief, 
since Stake's countenance model purports to embrace all formal, informal, description, 
and judgement data about the intentions, transactions, and outcomes of the programme, 
it is a portrayal rather than an analysis. This model can be summarised schematically as 
follows: 
~ ________________ ~Congruenc,e~ ________________ -. 
Intended antecedents Observed antecedents r---. Judgements about antecedents 
" Intended transactions Observed transactions 
.. 
Judgements about transactions 
... 
" Intended outcomes Observed outcomes 
--.. 
Judgements about outcomes 
.... 
Figure 2.5: Stake's portrayal model 
A companson and contrast between Stake's model and the already-described 
models shows that this model is much vaster and more comprehensive than, for instance, 
Tyler's summative objectives-based model or Scriven's formative goals-based model 
because these two models try to account for the intended outcomes of the curriculum 
whereas Stake's model tries to take into consideration 'all' intentions, transactions, and 
outcomes. However, this comprehensive portrayal does not appear appropriate to my 
situation for the following reasons: 
1. I have no access to the intended antecedents of the EFL curriculum of Iranian high 
schools. 
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2. This model seems to focus on the quality of the programme and not on revealing the 
likely causes of pupils' underachievement whereas one of the purposes of my inquiry 
is to study and illuminate the probable reasons for an Iranian high school pupils' 
underachievement in learning EFL. 
Therefore, although a relatively effective model, Stake's model does not appear 
suitable for my research. However, this model familiarised me with different aspects of a 
complex entity called 'curriculum' and a complex process called 'curriculum 
evaluation'. For instance, this model helped me to recognise that stakeholders' views can 
provide me with helpful information about the EFL curriculum. Consequently, in the 
process of my evaluation, I have made an attempt to take into consideration the views of 
students, teachers, and material developers through interviews with them. 
Daniel Stuffiebeam's CIPP Model 
CIPP stands for the initial letters of four types of evaluation: Context, Input, Process, 
and Product evaluation. The central concept in the CIPP model is 'decision- making' 
which is influenced by the value judgements, options, and information of the decision-
maker. If decision-making is on the actual and desired conditions and situations to 
determine the objectives of the course, there will be a case of context evaluation. If a 
decision is to be made on how to utilise resources to meet the programme goals, input 
evaluation will actually be in progress. Process evaluation, however, deals with 
describing the process of programme implementation; i.e., dealing with what actually 
happens. Product evaluation, on the other hand, concentrates on deciding whether the 










Figure 2.6: Stufflebeam's evaluation model adopted from Stufflebeam et al. (1971,39) 
Through a comparison and contrast, it may be noticed that the process evaluation 
in the CIPP model seems similar to Stake's 'portrayal' because both try to account for 
what actually happens during the implementation of the programme, and that the product 
evaluation in the CIPP model is akin to Tyler's objectives-based model as both try to 
measure achievement to the course objectives. However, what appears to distinguish 
Stufflebeam's CIPP model from the above-mentioned models is its explicit pivotal role 
given to decision-making. Indeed, I assume decision-making, or at least being 
informative, is usually the aim of other evaluation models as well, even if not explicitly 
mentioned, because there would be no reason to evaluate a curriculum if no decisions 
were to be made or if no information were to be provided to policy makers and 
practitioners (Jenkins 1976, Kelly 1999). It also seems necessary to mention that like 
Scriven's formative goals-based model (1967), Stufflebeam's CIPP model seems to lack 
a crucial element: the centrality of pupils in all curriculum development and evaluation 
activities (Nunan 1988b) and paying heed to the needs and interests of pupils, who need 
to be the actual decision-makers of the programme (Genesee and Upshur 1996). 
In sum, although the CIPP model tries to gain a privilege by amplifying the 
concept of decision-making, it seems neither applicable to my research purpose (as I do 
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not intend to carry out context evaluation) nor leamer-centred. For me, learners' needs 
and interests need to be considered as a starting point in developing the course objectives 
and the course content (Genesee and Upshur 1996). I was, however, familiarised with 
different types of curriculum evaluation through the study of this model. Process 
evaluation, particularly, seems applicable to the context of EFL courses in Iranian high 
schools and congruent with my purpose, i.e. looking at the processes of EFL curriculum 
implementation in those high schools. 
Michael Scriven's Goal-free Model 
In 1967, Scriven basically agreed on Tyler's evaluation model although he preferred a 
'formative' goals-based style in which a match is to be explored among course goals, 
course content, and examination content. However, in 1972, he introduced the concept 
of goal-free evaluation through which the researcher can evaluate the programme with 
little restriction in her/his independence by overviewing the goals of the programme. 
Explaining goal-free evaluation, Scriven (1972) argues that this type of evaluation can 
account for the unanticipated outcomes of the curriculum which are neglected by the 
goals-based (or objectives-based) models of evaluation. Scriven (1972) wrote: 
It seemed to me, in short, that consideration and evaluation of goals was 
an unnecessary but also a possibly contaminating step. I began to work on 
an alternative approach .... I call this [approach] goal-free evaluation. 
(Scriven 1972: 2) 
The contrast between this assertion and the assertion made by Scriven in 1967 
shows a drastic change in Scriven's ideas about evaluation (Stufflebeam 1972). In 1967, 
Scriven believed in 'goals-based' evaluation whereas in 1972 he not only advocated 
'goal-free' evaluation but also considered the evaluation of goals as a 'contaminating' 
step (Stufflebeam 1972). Furthermore, Scriven also presents a checklist, which he 
considers as being 'necessary' rather than 'desirable', for running a goal-free evaluation. 
However, I assume there seems to be a contradiction between carrying out a 'goal-free' 
evaluation and adhering to a 'fixed' checklist as 'necessary'; in other words, since 
Scriven claims that missing any checkpoint on his checklist means that the curriculum is 
simply not of good quality, it seems that " the checklist is 'lethal' because Scriven 
conceives it in terms not of 'desiderata', but 'necessitata'. The status of the 'checkpoint' 
on the checklist is that failure to come up to scratch is an absolute disqualification for the 
31 
product"(Jenkins 1976, 56). Moreover, I think taking account of the pre specified 
objectives logically does not contaminate evaluation but this can be a point of departure 
for the evaluator who can also search for unintended outcomes simultaneously. Thus, to 
me, objectives-based (or goals-based) and goal-free evaluations do not appear mutually 
exclusive but I consider objectives-based evaluation as complementary, rather than as 
contaminating, to goal-free evaluation; in other words, I presume objectives-based and 
goal-free evaluations are the two ends of a continuum between which the reflective 
evaluator can move; starting from objectives-based evaluation of the curriculum and 
moving towards goal-free evaluation of the curriculum. Accordingly, what follows is my 
intention to carry out throughout my process evaluation: not only paying attention to the 
realisation of the course objectives but also exploring any unanticipated outcomes of the 
curriculum. I also need to acknowledge that Scriven's goal-free evaluation model 
familiarised me with the concept of unanticipated outcomes and the necessity of taking 
such outcomes into account. 
Kent L. Koppleman's Explication Model 
According to Koppleman (1983), there lies a dichotomy in the literature of curriculum 
evaluation between art and science in the sense that artistic evaluation of programmes 
focuses on the subjective evaluation of curricula (e.g., Daniel Stufflebeam's model) 
whereas scientific evaluation insists on the objective assessment of behavioural 
objectives (e.g., Ralph Tyler's model). Given this dichotomy, Koppleman tries to bring 
about congruence between art and science applying an anthropological approach. His 
model is anthropological, according to Koppleman, because it avoids value judgements 
about teachers; in order to further clarify, the way I interpret this is that Koppleman 
underscores arriving at insiders' view by applying the ethnographic methods of data 
collection. Furthermore, this model is explicational because the term 'explication' 
"clarifi [es] the present status and develop [s] ideas leading to results that are more 
consistent with the intended goals of the program"(Koppleman 1983, 351). Moreover, 
this model uses teachers as a focus; in other words, "the teacher is a vital element in the 
interaction, and as such represents an appropriate center from which to relate all of the 
other activities" (Koppleman 1983, 351). In short, the key terms in Koppleman's model 
are' anthropology', 'explication', and 'teacher'. 
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To evaluate a program applying the explication model, the evaluator is to go 
through the following steps: 
1. Specifying the goals of the course according to teachers ideas; 
2. Selecting a few students of the class to carry out observations of in-class activities; 
3. Training the students to observe classes and make field notes; 
4. Gathering the following data: 
a. The students' field notes; 
b. The copies of test instruments; 
c. The teachers' statements of goals; 
d. The results of the questionnaire given to the students on their feelings about the 
course; 
5. Writing a report in terms of the goals achieved and those not achieved; 
6. Discussing with the teachers the changes necessary to bring about course 
development. 
In sum, the intent of the explication model in taking these steps is "to expose the 
disparities between aims and outcomes in order to stimulate curriculum development 
and congruence" (Koppleman 1983, 345). 
In spite of being practical and useful in certain situations, the explication model 
appear to have several limitations: 
1. Although this model tries to avoid value judgements about teachers, I assume all 
types of curriculum evaluation, including the explication model, will spontaneously 
lead to value judgements about teachers. 
2. This model does not account for the role and content of textbooks which, according 
to O'Sullivan (1990) and Dendrinos (1992), play an indispensable and significant 
role in FL courses. 
3. This model takes teachers as pivot whereas since a course is ultimately for learners, I 
presume ' learners' need to be given the pivotal role. 
4. Certain aspects of this model do not apply to my situation because it requires the 
training of the learners as field workers to observe the in-class activities and to make 
field notes. Such training not only takes time but also needs student volunteers who 
are not usually available in my setting. 
In conclusion, Koppleman' s explication model, though practical in certain 
situations, does not seem applicable to my inquiry because not only it takes time to train 
students to carry out observations and make field notes but also this model does not take 
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textbooks into consideration. My class observations displayed in Chapter Six show that 
using the textbook occupies the major time of the class activities in the EFL classes of an 
Iranian high school. However, this model is beneficial to me as enabled me to develop 
certain implications and insights into the nature of curriculum evaluation and to move 
towards the development of a frame of my own; for instance, applying ethnographic 
techniques such as class observation could provide the researcher with considerable 
information on the process of curriculum implementation. Consequently, I have looked 
at EFL classes in order to explore how the planned curriculum (see Figure 2.8) has been 
translated into practice. 
Process-outcome Model 
According to Owen and Rogers (1999), the process-outcome model is a kind of impact 
evaluation (i.e., an evaluation which searches for the range and extent of the outcomes of 
the programme after the programme is settled and which focuses on implementation and/ 
or outcomes of the programme) and consists of two phases. 
In the first phase, the process of programme implementation is considered as an 
independent variable and the outcome (i.e., student learning) as a dependent variable. 
The independent variable is measured through observing the programme in action, and 
the dependent variable is assessed by certain measurement instruments; i.e., tests. Here 
the assumption is that there is " a strong correlation between student learning outcome 
and degree of [programme] implementation" (Owen and Rogers 1999, 271). In this 
phase, hence, the data collection methods are observations as far as implementation is 
concerned and test instruments as far as student learning is concerned. 
The second phase of the process-outcome model takes the intended programme 
as the independent variable and the programme implementation as the dependent 
variable. In this phase, a checklist, based on the intended programme, is provided to 
monitor the elements of implementation. This monitoring is usually carried out through 
the observation of the programme in action. The aim of the second phase is to see if the 
intended programme is well implemented. 
In short, the process-outcome model tries to evaluate not only the extent of 
student learning (i.e., the outcome) but also the degree of implementation (i.e., the 
process); in other words, in the first phase of this model the focus is on the outcome and 
in the second phase on the process. 
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I think there seem to be certain limitations with the process-outcome model. This 
model does not seem to take into consideration other elements of the curriculum such as 
instructional materials, examination contents, and students' needs and interests. Hence, 
the process-outcome model does not seem to be inclusive enough. However, this model, 
like Koppleman's explication model, helped me to recognise the value of techniques 
such as class observation in curriculum evaluation activities. A part of my evaluation 
research, then, was based on EFL class observations to explore how the intended 
programme was implemented. 
Given the above descriptions of certain educational curriculum evaluation 
models, their limitations in terms of my situation and the curriculum I am going to 
describe, and their useful contributions to my research, I will now make an attempt to 
develop an EFL curriculum evaluation model appropriate to the context of EFL courses 
in Iranian high schools. 
An EFL Curriculum Evaluation Model to Study EFL Courses in 
Iranian High Schools 
Before attempting to build an EFL curriculum evaluation model, it seems that readers 
need to know about certain aspects of education in Iran as well as EFL curriculum in 
Iranian high schools to gain a 'vicarious experience' (Stake 1995, 85) of the educational 
system in Iran so that they feel as if they were in the situation and later discussions may, 
thus, proceed smoothly in an attempt to avoid probable misunderstandings. Accordingly, 
the next section is given over to certain aspects of education in Iran and EFL curriculum 
in Iranian high schools. Then I will propose a model which seems contextually suitable 
for the evaluation research of EFL courses in Iranian high schools. 
Certain Aspects of Education in Iran 
In Iran, the general goals of education are specified by the Supreme Council of Cultural 
Revolution (SCCR) which is a state institution. These goals are handed in to the 
Ministry of Education (ME) in which they are transformed into mediate objectives that 
will guide the planning of individual courses. Finally these mediate objectives are 
translated into more specific objectives which will guide the materials writers in the 
planning of lessons and the teachers in the handling of classes. In other words, as 
Kratwohl (1965) suggests, we can find three levels of specificity in the hierarchy of 
35 
educational planning in Iran: the level of general statements of goals that will guide the 
planning of the curriculum as a whole (this level is called the level of ultimate goals by 
Wheeler, 1967), the level of objectives derived from ultimate goals which will guide the 
planning of individual courses (this level is called the level of mediate goals by Wheeler, 
1967), and the level of the objectives originated from mediate goals which will guide the 
planning of specific lessons and classroom teaching and learning ·activities(this level is 
called the level of proximate goals by Wheeler, 1967).The following diagram shows the 
hierarchy of objectives-setting in the educational system of Iran: 
I Ultimate goals set by SCCR I 
~ 
~ Mediate objectives set by ME I 
1 
Proximate objectives guiding materials writers and teachers 
Figure 2.7: Hierarchy of objectives in high school education 
A complete description of the EFL objectives in Iranian high schools is presented 
in Chapter Five. However, it seems necessary to mention that the EFL curriculum in 
Iranian high schools is an objectives-based one whose objectives are specified by EFL 
experts who are also the consultants of the Ministry of Education and three of whom 
write the EFL textbooks used in high schools. The following diagram intends to provide 
a picture of the planned EFL curriculum in Iranian high schools: 
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Figure 2.8: Planned EFL curriculum in Iranian high school education 
EFL Curriculum Evaluation Model 
The evaluation frame I am going to suggest not only is inspired by my review of certain 
evaluation frames already described but also attempts to consider the planned structure 
of EFL curriculum in Iranian high schools (see Figure 2.8) in order to be context-
sensitive. Further to the above, I suggest that curriculum evaluation can be done in-
course (see Chapter 6), while focusing on the process of the curriculum implementation, 
with the purpose of providing tailored feedback to those involved in the curriculum to 
make improvements in it, and therefore, being formative rather than summative (i.e., 
marks and grades) (Rea-Dickins and Germaine 2001, Rea-Dickins and Germaine 1992). 
Furthermore, I suggest such a formative evaluation can be done qualitatively considering 
the expressed needs and interests of pupils in order to be more learner-centred (see 
Chapter 10). Thus, the frame I suggest for the evaluation of the EFL curriculum of 
Iranian high schools can be shown diagrammatically in the following way and described 
in greater detail below: 
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The evaluation frame suggested by the researcher is 'formative' in the sense that 
it can be implemented in-course with the purpose of providing feedback to those dealing 
with the curriculum to make improvements in it (Rea-Dickins and Germaine 2001, Rea-
Dickins and Germaine 1992). The reasons for applying this frame to my inquiry are as 
follows: 
1. I am suggesting that there should be harmony between the mode of evaluation we 
adopt and the model of curriculum we have or we will come up with wrong and distorted 
results (Tawney 1973, Holt 1981, Kelly 1989, Kelly 1999). The EFL curriculum of 
Iranian high schools is an objectives-based curriculum, and accordingly, the evaluation 
frame we adopt is initially to take account of the course objectives. The above frame 
starts with an objectives-based evaluation of the curriculum, and hence, it is congruent 
with the EFL curriculum of Iranian high schools. 
2. I think, as mentioned earlier, the objectives-based (or goals-based) evaluator 
logically is not obliged to account only for the pre specified objectives in her/his 
evaluation although this can be a point of departure for herlhim, but s/he can also search 
for unintended outcomes simultaneously as I have done in my research (see Chapter 
Seven). I need to acknowledge that the concept of unintended outcomes is incorporated 
drawing on Scriven's goal-free evaluation model. 
3. This frame is formative, and this formative frame is appropriate to my research 
because I am going to probe into a curriculum while that curriculum proceeds and to 
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provide feedback, through the dissemination of the results of my study, to those persons 
involved in that curriculum in an attempt to provide tailored comments to help them to 
make improvements in the curriculum. It is necessary to reiterate that a formative 
evaluation generally takes place in-course and its purpose is to provide feedback for 
improvement in the curriculum (Rea-Dickins and Germaine 2001, Rea-Dickins and 
Germaine 1992, Bachman 1989). 
4. I presume this evaluation frame is appropriate to the evaluation of the EFL 
curriculum of Iranian high schools because the components of that frame closely 
correspond to the essential elements of the curriculum under investigation (i.e., elements 
such as course objectives, examination content, the textbook, and methodology). 
Furthermore, applying this frame while observing the curriculum in action, I suggest, we 
can focus on in-class teaching and learning activities and processes rather than just 
concentrate on the curriculum outcomes which has been fruitless in Iran on account of 
the fact that most of the Iranian high school students pass the EFL course and exam, yet 
they seem weak at communication (see Chapter One). 
5. The objectives-based mode of evaluation is advocated by experts in the field of 
EFL curriculum development and evaluation and in educational planning (Nunan 1988b, 
Hargreaves 1989, James Dean Brown 1989, Kaniel 1995, Genesee and Upshur 1996). 
According to the adherents of objectives-based evaluation, this mode of evaluation will 
permit solid and defensible findings about the curriculum. Consequently, I have taken 
the notion of objectives-based evaluation from Tyler and Scriven, but I am adding the 
notion of processes into that. In other words, I acknowledge the influence of Tyler and 
Scriven's models on my model in which I consider the course objectives as a point of 
departure in my evaluation. 
6. Compared with other frames, this frame seems not only appropriate to my situation 
and to the evaluation of the curriculum under investigation, but it also appears inclusive 
in the sense that it tries to take into consideration the expressed needs and interests of the 
students as a pivot; furthermore, this frame may reveal any conflict between students' 
hidden agenda (i.e., their needs and interests) on the one hand, and other aspects of the 
course on the other hand. 
7. The above frame seems to bear a holistic approach to the evaluation of the EFL 
curriculum in Iranian high schools by making an attempt to take into consideration the 
interaction of the different aspects of that curriculum while that curriculum is in 
progress. 
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8. The validity of this frame is to be tested during its implementation; in other words, 
according to Bachman (1989), models and frames are subject to empirical validation. 
Accordingly, by putting this frame into practice, I hope I can take curriculum evaluation 
theory one modest step forward, and in this way, I will also make an attempt to 
contribute more insights to the curriculum evaluation field through the application of a 
frame as well as highlighting the pitfalls a curriculum evaluator might come across. 
9. I do not claim by any means that this frame is either flawless or fully 
comprehensive, but I suggest it can help me to learn about the EFL curriculum in an 
Iranian high school and about the applicability of the frame itself. Needless to say, 
frames are usually developed to enhance our understanding, and I suggest we need to be 
patient with frames because each frame, in one way or another, may help us to 
understand better certain things about a case (Bachman 1989). 
10. I do not purport that this frame could be applied to other situations or to other 
curricula because each researcher is to find or build the frame which seems to be the 
most appropriate to her/his own situation and to the curriculum s/he is going to evaluate 
(Jenkins 1976, Kelly 1989, Kelly 1999, Murphy 2000 b); however, if there were EFL 
curricula (whose components matched the components of the above frame) similar to 
that of Iran with similar complications, this frame 'might' be helpful for the evaluation 
of those curricula. 
The components of this frame include: 
1. The expressed needs and interests of pupils which can be explored through 
interview with them; 
2. The intended objectives of the course which are provided in Iranian EFL high 
school Teacher's Guidebooks. I suggest that the course objectives also need to be 
explored (see Chapter Five) because whereas quantitative evaluation seems to be neutral 
towards the course objectives, qualitative evaluation, which can be attempted by 
applying the above frame, looks at the objectives and even questions them. Kaniel 
(1995) and Kelly (1989) maintain that it is necessary to explore the extent to which the 
objectives of a curriculum are justifiable. Likewise, Reed and Stoll (2000), drawing on 
Morgan (1997), highlight the importance of looking at the objectives. They argue that 
there are two types of learning processes: single loop and double loop learning. In single 
loop learning, the learning system takes measures to approach the objectives regardless 
of the nature of the objectives. Double loop learning, in addition to attempting to 
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approach the objectives, embarks on questioning the nature and adequacy of the 
objectives as there are times when the objectives are not relevant and appropriate; 
3. Examination content that refers to the content of Iranian high schools EFL 
examination papers; 
4. Textbook content which will undergo a text analysis to see how the objectives are 
materialised in the content of the textbook; 
5. In-class teaching and learning activities (i.e., methodology) and processes, which 
are likely to reveal a part of the sources of pupils' underachievement. These components 
provide the issues for research in this thesis. 
Comparing Figures 2.8 and 2.9, one can see that the course objectives, textbook 
content, teaching and learning activities, examination content, and top-down 
relationships are given whereas students' expressed needs and interests as well as 
bottom-up relationships are added into the evaluation frame. 
The research techniques proposed to link the components of this frame to each 
other include: 
1. Interviews with pupils to specify their expressed needs and interests and to find out 
their ideas about different components of the curriculum. This part of the study might 
reveal any conflicts between what the pupils require and what is offered to them through 
the EFL curriculum at high schools. 
2. Classroom observation to see to what extent the in-class teaching and learning 
activities and processes match the textbook content, the examination content, and the 
objectives of the course; in addition, through classroom observation, I will also make an 
attempt to find out if any unintended processes (i.e., processes incongruent with those 
specified in the Teacher's Guidebooks and/or not mentioned in the Teacher's 
Guidebooks) and outcomes become apparent. Moreover, classroom observation, I hope, 
will reveal to me certain causes of any limitations in the curriculum as well as the 
positive learning issues. 
3. Interview with tutors to see how the objectives of the course, according to their 
ideas, are fulfilled; furthermore, their opinions will be asked for about desirable 
processes as well as the causes of any undesirable processes in the EFL curriculum. 
4. Interview with the textbook authors, provided that they are available and willing, to 
ask for their opinions about different aspects of the EFL curriculum. 
41 
5. Textbook analysis to see to what extent the content of the textbooks matches the 
course objectives and how the content and form of these textbooks are likely to affect in-
class teaching and learning activities and processes. 
6. Content validity of the high schools EFL examinations to find out to what extent 
those examinations accord with the textbook content, the in-class teaching and learning 
activities, and the objectives of the course. 
7. Analyses of the course objectives in order to explore the way the course objectives 
have been stated and to find out what is present in and absent from the statement of the 
course objectives. 
Summary and Conclusion 
In this chapter I attempted to undertake a critical review of certain curriculum evaluation 
frames certain aspects of which seemed to be helpful to be adapted and extrapolated in 
order to synthesise a frame appropriate to my inquiry. I indicated that the ideas of 
Scriven and other curriculum evaluation developers mentioned in this chapter 
considerably helped me to develop an evaluation frame that seemed to be sensitive to the 
context of EFL courses in Iranian high schools. Then I elaborated upon the components 
of that frame and the research techniques capable of linking those components to one 
another. I also reiterated that, the frame I have developed by adapting and extrapolating 
from other educational curriculum evaluation frames, seems to be sensitive to the 
context in which I will conduct my study in the sense that its components appear to 
match the components of EFL courses in Iranian high schools and its accomplishment 
does not seem to require recourses more than those available in the context of situation; 
furthermore, through applying ethnographic techniques, this frame can respond to, 
illustrate, and reflect the context of EFL education in Iranian high schools. Finally, I 
argued that this chapter could take the EFL curriculum evaluation theory one modest 
step forward by providing an evaluation model whose validity is likely to be established 
through this thesis. 
I think it is now appropriate to review certain FL teaching methods that seem to 
have affected the components of the EFL curriculum, as reflected in my evaluation 
model, in Iranian high schools. These methods, according to my classroom observations 
and document analyses, seem to have affected the elaboration of Iranian high school 
EFL course objectives, the content and form of high school EFL textbooks, in-class 
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teaching and learning activities and processes, and EFL exams. This review constitutes 
the topic of the next chapter. 
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Chapter Three 
FL Teaching Methods 
Introduction 
In Chapter Two, I made an attempt to develop an EFL curriculum evaluation model 
which seemed appropriate to study the EFL courses in the context of Iranian high 
schools. As the components of that model, which is a reflection of the EFL curriculum 
components in Iranian high schools, seem to be affected by certain FL teaching methods, 
and since one of the targets of the present inquiry is to probe into the EFL classroom 
activities and processes as well as instructional materials to explore their relations, it 
seems necessary to have a look at foreign language teaching methods based on which, 
according to my classroom observations and document examinations, those activities, 
processes, and materials have been set. 
The field of foreign language teaching always seems affected by the findings of 
other disciplines including psychology, linguistics, sociology, anthropology, and 
education (Rivers 1968, Littlewood 1984, Richards and Rodgers 1986, Seliger and 
Shohamy 1989, Brown 1994, Grenfell and Harris 1999, Brown 2000, Johnson 2001, 
Richards and Rodgers 2001). Foreign language curriculum development, as one of the 
sub-fields of foreign language teaching, has accordingly undergone certain modifications 
due to the 'paradigm shifts' (Kuhn 1970, Kuhn 1996) in foreign language teaching 
methodology (Widdowson 1987, Rossner 1988, Nunan 1988a, Richards 1990) which are 
in turn the result of changes in the above-mentioned disciplines. Some of these paradigm 
shifts include, for instance, moving from the concept of linguistic competence to the 
concept of communicative competence, and transcending directive education to 
cooperative education. In this chapter, I will make an attempt to look at these paradigm 
shifts through exploring a couple of prevailing foreign language teaching (FLT) methods 
and their relations to curriculum development and evaluation, and in this way I will also 
make an attempt to suggest that these paradigm shifts do not seem to be reflected 
appropriately in Iranian high school EFL classes and materials. 
The methods to be described in this chapter include Grammar-Translation 
method, which, according to my observations displayed in Chapter Six, seems to be the 
one most applied in teaching EFL in the Iranian high school, Audio-Lingual method, 
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based on which considerable parts of the Iranian high school EFL textbooks appear to be 
written as my textbook analysis displayed in Chapter Eight reveals, and Communicative 
Language Teaching, which emphasises the acquisition of communicative competence, 
the consideration of learner needs, and the priority of fluency and communication rather 
than mere accuracy and grammatical competence. Then Cooperative Language 
Learning, which is seen as an extension of Communicative Language Teaching 
(Richards and Rodgers 2001) and which underpins the role of cooperation in FL 
education, will be elaborated on. The learning approach of this method (i.e., Vygotsky's 
learning theory) constitutes the most appropriate learning theory underlying this thesis. 
Finally, I will explain the concept of eclecticism which asserts that no method is perfect 
nor applicable to all settings. These methods have been selected to be explained because 
they seem to be relevant to the methods applied to teaching EFL and the writing of the 
textbooks for Iranian high schools. They can, I will propose, be linked to the 
methodological limitations of in-class teaching and learning activities in Iranian high 
schools. Moreover, these methods seem to prevail in the literature of FLT, and almost all 
writings on FLT issues appear undetachable from the concept of methods. However, 
before explaining the above-mentioned methods, it would seem indispensable to 
elaborate on terms such as 'method', 'approach', 'design', and 'procedures' to avoid any 
misconception. 
The Concept of Method 
According to Edward Anthony (1963), a method is a plan for the systematic presentation 
of language materials which is based on an approach. Richards and Rodgers (1986, 
2001) adopted this definition and elaborated on it: 'Method' is a systematic way of 
language teaching which is based on an approach, a design, and procedures. 'Approach' 
refers to a theory of language and language learning. 'Design' indicates the objectives of 
the method, the syllabus, teaching and learning activities, learner roles, teacher roles, 
and instructional materials roles. 'Procedures' are constituted of techniques, practices, 
and behaviours observed when the method is applied. In short, the components of a 
method can be shown schematically in the following way: 
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Approach Design Procedure 





Figure 3.1: The components of the concept 'method' 
adopted from Richards and Rodgers (2001, 33) and simplified 
Instructional materials 
In the same way that theory and practice constantly affect each other, approach, 
design, and procedures also influence one another, and accordingly, the diagram can be 
redrawn as follows: 
Method 
Figure 3.2: The relations of the components of method 
adopted from Richards and Rodgers (1982) in White (1995,2) 
In sum, 'method' is a comprehensive term subsuming three levels: approach, 
design, and procedures. For instance, Audio-Lingual is called a method because it is an 
orderly way of FLT which consists of an approach (i.e., structuralism as a theory of 
language and behaviourism as a theory of language learning), a design (i.e., automaticity 
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as the objective, linguistic structures as the syllabus, repetitions and substitutions as the 
activities, imitation as the learner role, orchestra leading as the teacher role, and tapes as 
instructional materials assisting the teacher), and procedures (i.e., extensive oral 
instructions as techniques and practices). Having tried to explain the concepts underlying 
'method', I will now make an attempt to elaborate on the grammar of certain FLT 
methods and approaches named in the following tree diagram: 
Methods 
Grammar-Translation Audio-Lingual Communicative Language Teaching 
Cooperative Language Learning 
Figure 3.3: FLT methods and approaches discussed in the present chapter 
The Grammar-Translation Method 
Before the 1930s, when the content- knowledge model of curriculum2 was in vogue, 
there was no specific and coherent school in psychology whereas traditional linguistics, 
describing the language by applying syntactic structures such as 'SVO', was outstanding 
in the field of linguistics. Accordingly, the prominent method in the discipline of FLT 
was the Grammar-Translation method with its emphasis on learning the syntactic 
structures of language, memorising L2 words and their L1 equivalents, and learning how 
to translate stretches of words (Rivers 1968, Larsen-Freeman 1986, Richards and 
Rodgers 1986, Williams 1990, Grenfell and Harris 1999, Johnson 2001, Brown 2001, 
Cook 2001)."Under the impact of grammar-based views of the nature of language, 
2 The content-knowledge model of curriculum underscores the conveyance of knowledge and material 
content to learners by teachers (Kelly 1989, 1999). 
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language syllabuses were traditionally expressed in terms of grammar, sentence patterns, 
and vocabulary" (Richards 1990, 9). 
The Grammar-Translation method basically originated from the teaching of 
c1assicallanguages, namely Greek and Latin, (Grenfell and Harris 1999, Brown 2000, 
Brown 2001) and that is why this method is called the classical method as well. In 
Grammar-Translation classes, the teacher usually starts with reading out loud an L2 text 
and translating it into students' L1, and then s/he embarks on teaching the L2 syntactic 
rules deductively (i.e., first presenting the syntactic rule and then exemplifying it) using 
L1 (Grenfell and Harris 1999, Johnson 2001). Mterwards, slhe asks students to 
memorise the L2 syntactic rules, learn the L2 words and their L1 equivalents by heart, 
and translate some L2 sentences into Ll. In this method, reading and writing, i.e., the 
written mode of language, are emphasised whereas oral communication is largely 
ignored. These classes are entirely teacher-centred neglecting learner needs and 
preferences; in other words, all class work is highly controlled and prescribed by the 
teacher. 
Although if applied properly, this method might improve the reading ability and 
the syntactic competence of learners (Brown 2000, Brown 2001), it can be criticised on 
the basis that it lacks an approach (i.e., a theory of language and language learning) 
(Brown 2001). As Johnson (2001) maintains, "The practitioners of GT [Grammar-
Translation] did not base their ideas on any coherent learning theory. GT is really rather 
atheoretical" (Johnson 2001, 166). The Grammar-Translation method also ignores the 
needs and interests of learners (Le., it is fully teacher-centred), it does not pay heed to 
the oral mode of language nor to the development of learners' communicative 
competence (Whitehead 1996, Johnson 2001, Cook 2001), and it teaches 'about' the 
language rather than 'the' language itself. In other words, in this method, accuracy is 
emphasised (Grenfell and Harris 1999) because of "the high priority attached to 
meticulous standards of accuracy which, as well as having an intrinsic moral value, was 
a prerequisite for passing the increasing number of formal written examinations" 
(Howatt 1984, 132). Furthermore, there is no clear evidence that focus on grammar on 
its own may lead to fluency or that overt grammar instruction is essential to successful 
language learning (Celce-Murcia & Hilles 1988, Ellis 1992, Halilou 1993). Hence, it can 
be said that the Grammar-Translation method bears both theoretical and practical 
limitations although it has had a very big influence on foreign language teaching 
methodology (Grenfell and Harris 1999, Brown 2001) and it can enhance the leamer's 
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structural accuracy and reading skill if it is applied carefully (Brown 2000, Brown 
2001). 
The type of assessment applied by the adherents of the Grammar-Translation 
method is to test the reproduction of what pupils have already memorised (e.g., the L1 
equivalents of L2 vocabulary), the syntactic transformation of L2 sentences (e.g., 
changing actives into passives), the translation of L2 sentences into L1, and the reading 
comprehension of L2 texts through essay questions. Thus, the type of assessment applied 
by the proponents of this method is usually in written mode testing the syntactic 
knowledge and the reading and writing abilities of pupils. 
It is noteworthy that, according to my observations presented in Chapter Six, the 
dominant methodology in EFL classes of the Iranian high school seems to be the 
Grammar-Translation method. This issue will be elaborated on in Chapter Six. 
Due to the limitations of the Grammar-Translation method and because of 
growing interest in oral communication by applying foreign languages, other FL 
teaching methods emerged, one of which is the Audio-Lingual method. 
The Audio-Lingual Method 
With the flourish of behaviourism In psychology emphasising the possibility of 
partitioning human behaviour into a set of habits and structuralism in linguistics 
underlining the segmentation of language into smaller constituents, in the 1950s the 
Audio-Lingual method enjoyed popularity among language methodologists (Stern 1983, 
Nunan 1991, Brown 1994, Grenfell and Harris 1999, Brown 2000,Johnson 2001, Brown 
2001). It should be mentioned that almost at the same time, the objectives-based model 
of curriculum was systematically developed. Richards and Rodgers describe the 
assumption of language learning made by Audio-lingualism in this way: 
Learning a language, it was assumed, entails mastering the elements of 
building blocks of the language and learning the rules by which these 
elements are combined, from phoneme to morpheme to word to phrase to 
sentence. (Richards and Rodgers 1896: 49) 
The approach component of the Audio-Lingual method was based on the theories 
of language learning put forward by the American behaviourist B. F. Skinner. According 
to Skinner (1957), when an organism emits a response to a stimulus, that response will 
become habitual if reinforced. For instance, if a child feels hungry (i.e., stimulus) and 
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through imitation says 'milk' (i.e., response), and if the response is reinforced by mother 
feeding the child (i.e., reinforcement), the child will maintain the word 'milk'. Thus, 
according to behaviourists, language learning is a kind of habit formation through 
operant (response) conditioning. Consequently, behaviourists believe that the habit of 
language production is formed if oral responses are imitated, repeated, and reinforced 
several times (Pachler 1999 b, Grenfell and Harris 1999, Harmer 2001, Cook 2001, Gass 
and Selinker 2001); in other words, behaviourists, drawing on empiricism, claim that the 
Tabula Rasa, i.e., a mental blank slate, maintains the language acquired from the 
environment through the process of operant conditioning and reinforcement: 
Stimulus 
... 




Figure 3.4: Acquisition process according to behaviourism 
Black (2001) describes behaviourism by maintaining that in this theory of learning 
... distinctions between rote learning and learning with understanding are 
not considered_what is needed is to deliver appropriate stimuli, teach by 
repetition and then reward the appropriate responses. Related 
assumptions are that a complex skill can be taught by breaking it up and 
teaching and testing the pieces separately. (Black 2001, 14) 
In the 1940s and 1950s, structural linguistics was also in vogue. According to 
structuralists, the most important aspect of language is the surface structure which is 
observable and could be segmented into smaller constituents. In other words, 
structuralists followed a scientific method in their description of language at the expense 
of ignoring the learners' competence, the deep structure and the semantic aspect of 
language, which, they claimed, were not visible and could not be studied objectively. 
Almost at the same time, contrastive analysts such as Lado (1957) magnified the strong 
version of Contrastive Analysis Hypothesis (CAH) purporting that L2 learners would 
encounter difficulty in L2 learning where there is a difference between the structure of 
L1 and L2 (Brown 2000, Johnson 2001, Gass and Selinker 2001); for instance, an ill-
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formed utterance like 'I enjoyed from the movie' expressed by some Iranians learning 
English could originate from the fact that 'enjoy' has no prepositions in English whereas 
in Farsi, its equivalent requires a preposition semantically equal to 'from'. In short, 
structuralism was adopted as the theory of language in the approach component of 
Audio-lingualism. 
Drawing on stimulus-response theory and habit formation raised by 
behaviourism, the segmentation of the surface structure of language put forward by 
structuralism, and the strong version of CAH brought about by contrastive analysts, an 
L2 teaching method, namely the Audio-Lingual, evolved whose approach (i.e., 
behaviourism as a theory of language learning and structuralism as a theory of language) 
seemed to be well-established. Thus, audio-lingualists purported that the surface 
structures of L2 that are different from those of L1 could be learnt by pattern practice 
through imitation, repetition, and memorisation. Prator and Celce-Murcia (1979) list the 
characteristics of ALM (Audio-Lingual Method) as follows: 
1. Presenting language materials through dialogues; 
2. Emphasising imitation, repetition, memorisation, and overlearning; 
3. Teaching structures one at a time; 
4. Teaching structures through repetition drills; 
5. Teaching grammar inductively; 
6. Teaching limited vocabulary; 
7. Teaching vocabulary in sentences; 
8. Applying tapes; 
9. Underlining pronunciation; 
10. Using the mother tongue as little as possible; 
11. Reinforcing correct responses; 
12. Avoiding errors to suppress bad habit formation; 
13. Manipulating the language structures. 
Consequently, the materials developed in the heyday of Audio-lingualism largely 
reflected the impact of this methodology; e.g., English 9003. 
3 The book English 900 is written based on the principles of Audio-lingualism and contains nine hundred 
base sentences to be learnt through repetition and substitution drills, certain dialogues to be learnt through 
mimicry-memorisation procedures, and some reading texts. This book consists of six volumes and thirty 
audiotapes. See Appendix A for sample material. 
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The type of assessment applied by the proponents of this method is discrete-point 
testing which emphasises objectivity in L2 testing through breaking the language into its 
components and sub-components and testing each item of the language at a time (Heaton 
1975, Madsen 1983, Farhady et al. 1994, Shohamy 1997, Cummins, 2000, McNamara 
2000). This technique of testing is described by Black (2001) in the following way: "A 
test composed of many short, "atomised, out-of-context questions" and "teaching to 
the test", are both consistent with this approach" (Black 2001, 14). Thus, discrete-point 
language testing comprises tasks which' 'involve processing of contrived language in a 
contrived (test) context (e.g., standardised multiple-choice tests)" (Cummins 2000, 122). 
Wilkins (1976) draws a distinction between synthetic and analytic syllabuses, 
which seems to be useful for categorising the syllabi of different methods including that 
of the Audio-Lingual: 
A synthetic language teaching strategy is one in which the different parts 
of language are taught separately and step by step so that the acquisition 
is a process of gradual accumulation of parts until the whole structure of 
language has been built. (Wilkins 1976: 2) 
[Analytic syllabuses] are organised in terms of the purposes of which 
people are learning language and the kind of language performance that 
are necessary to meet those purposes. (Wilkins 1976: 13) 
Thus, the syllabi used in the Grammar-Translation method and the Audio-Lingual 
method could be classified, in a sense, as synthetic syllabi which are grammar-based and 
focus on developing grammatical competence (Richards 2001). 
Furthermore, the Audio-Lingual syllabus is described in the following way by 
Richards and Rodgers: 
writes: 
Audio-lingualism is a linguistic, or structure-based, approach to language 
teaching. The starting point is a linguistic syllabus, which contains the 
key items of phonology, morphology, and syntax of the language 
arranged according to their order of presentation .... In addition, a lexical 
syllabus of basic vocabulary items is also specified in advance. (Richards 
and Rodgers 1986: 53) 
As far as materials preparation in Audio-lingualism is concerned, White (1995) 
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This approach tended to emphasise the role of the teacher as user of 
materials written by trained 'experts' and thus established what some 
might see as a disabling tradition of the teacher as consumer and the 
materials producer as expert, each inhabiting rather different worlds and 
with communication between them being in one direction - from the 
'expert' to the 'practitioner'. (White 1995, 14-15) 
White also continues, " From the point of view of syllabus design, the priority given to 
speech and the principle of contrastive analysis of the native and target languages are 
fundamental, as is the selection and grading of patterns or structures" (White 1995: 15). 
To summarise, the Audio-Lingual syllabus could be classified as a synthetic, linguistic 
one. 
Later, having recourse to rationalism, Chomsky criticised the behaviourist and 
structuralist ideas about language acquisition and language (Grenfell and Harris 1999, 
Johnson 2001) by drawing on the concepts of creativity (i.e., the fact that the language 
user is always capable of producing and comprehending brand-new utterances), LAD 
(i.e., a little black box called Language Acquisition Device containing the deep structure 
and responsible for acquiring and generating the language (McNeill 1972)), and 
linguistic competence (i.e., the abstract language knowledge of an ideal speaker-hearer 
in a homogeneous language community and undistracted with performance variables). 
Chomsky argued that behaviourism could not account for the creativity in language 
because behaviourism overlooked the abstract nature of language. Furthermore, Ausubel 
(1968) contended that learning through habit formation and stimulus-response 
connection would lead to 'rote' learning in which acquired items are relatively isolated 
from each other whereas assigning materials to long term memory requires the 
association of items with each other and with a more inclusive conceptual system 
through the process of subsumption; moreover, Bransford et al. (1989) and Hill and 
Parry (1994) argued that learning is best carried out when what pupils already know is 
integrated with what they are learning; however, Audio-lingualism does not seem to 
bring about such integration due to its atomistic and autonomous nature of its approach 
to language and language learning. Chomsky also criticised structural linguistics by 
drawing on the concept of ambiguity (e.g., ' Flying planes can be dangerous' which 
consists of a single surface but two deep structures, and 'John is eager to please' versus 
'John is easy to please' both of which have a single deep structure but two different 
surface structures) and putting forth the idea of deep structure as the bedrock of the 
surface structure of language. Chomsky asserted that structuralism could not account for 
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the ambiguous sentences because it ignored a more profound, abstract level called deep 
structure which is transformed into a concrete surface structure through deletion, 
addition, substitution, and movement transformations. Consequently, the theoretical 
foundations of Audio-lingualism, namely behaviourism and structuralism, underwent 
severe doubts and criticisms (Grenfell and Harris 1999). 
In addition to these theoretical limitations of Audio-lingualism, this method also 
suffers from the ignorance of the semantic aspect by resorting to a parrot-like learning of 
language. Furthermore, this method is boring for the teacher who is supposed to perform 
as an orchestra leader conducting the repetition and substitution drills of the students. 
Moreover, it does not always seem necessary to avoid pupils' errors (Brown 2001) 
because the process of hypothesis making and hypothesis testing, which can be one way 
of language learning, is undetachable from the process of error making: I assume nobody 
can learn a language without 'goofing'. As Ehrman and Dornyei (1998) point out, "It's 
OK to make mistakes: they are learning points" (Ehrman and Dornyei 1998, 241). In 
addition, pattern practice, as Brooks (1960) maintains," makes no pretence of being 
communication .... It is ... exercise in structural dexterity undertaken solely for the sake 
of practice, in order that performance may become habitual and automatic" (Brooks 
1960, 146). In the same way, Yule (1996) criticises the Audio-Lingual method by 
pointing out that" isolated practice in drilling language patterns bears no resemblance to 
the interactional4 nature of actual language use" (Yule 1996, 193). Similarly, Grenfell 
and Harris (1999) write, "Pupils found the drilling un engaging .... The inductive transfer 
seldom seemed to take place ... many of the stock phrases simply did not work in real 
life" (Grenfell and Harris 1999). Furthermore, the strong version of contrastive analysis, 
which is the field specifying the areas of L1 bringing about difficulty in L2 acquisition, 
also seems to have limitations in the sense that L2 learners do not always encounter 
difficulty where L2 is different from L1 and not all L2 learners come across similar 
difficulties (Brown 2000). In sum, although the Audio-Lingual method might take the 
L2 learner to the level of automaticity in repeating certain sentences, it is unlikely to 
enable her/him to have creative communication in novel situations. 
It is noteworthy that the Iranian high school EFL textbooks, according to my 
textbook analysis demonstrated in Chapter Eight, seem to subscribe to Audio-lingualism 
4 I use the word 'interaction' in its ordinary everyday sense rather than its specific socio-linguistic sense. 
(i.e., these books contain a considerable amount of repetition, substitution, and 
transformation drills). This issue will be further elaborated on in Chapter Eight. 
The Communicative Language Teaching 
In 1971, drawing on Chomsky's assertion made in 1965 stating that linguistics deals 
with the language knowledge of an ideal speaker-hearer unaffected by performance 
variables in a homogeneous community, Hymes maintained that the competence 
Chomsky had talked about was the 'linguistic' competence which was a limited aspect 
of a broader concept called' communicative' competence which includes not only the 
linguistic competence but also other components: " There are several sectors of which 
the grammatical [ competence] is one" ( Hymes 1971, 286). Hymes also believes that 
Chomsky has ignored sociocultural features affecting the acquisition of competence; in 
other words, according to Hymes, Chomsky has overlooked the social dimension of 
language use: "Social life has affected not merely outward performance, but inner 
competence itself" (Hymes 1971, 274). Hymes also expresses the view that since in 
reality there is no homogeneous speech community and since there are sociocultural 
features affecting competence, we need a theory "that can deal with a heterogeneous 
speech community, differential competence, [and] the constitutive roles of sociocultural 
features ... " (Hymes 1971, 277). He calls this theory, the theory of communicative 
competence and elaborates on its characteristics: 
... the goal of a broad theory of competence can be said to be to show the 
way in which the systematically possible, the feasible, and the appropriate 
are linked to produce and interpret actually occurring cultural behavior. 
(Hymes 1971, 286) 
Scholars working on L2 teaching and learning adopted the idea of 
communicative competence, interpreted it in different ways, and applied it to the field of 
L2 acquisition (e.g., Munby 1978, Widdowson 1978, Canale and Swain 1980, Larsen-
Freeman 1981, Savignon 1983, Canale 1983, Bachman 1990, Brown 1994, Yule 1996). 
Canale and Swain, for instance, did seminal work on elaborating the components of 
communicative competence which they called grammatical, discourse, sociolinguistics, 
and strategic competence. In the same way, Yule (1996) defined communicative 
competence " in terms of three components, as the ability to use the L2 accurately 
[grammatical competence], appropriately [sociolinguistic competence], and flexibly 
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[strategic competence]" (Yule 1996, 197). As another example, Bachman (1990) 
elaborated on the construct of communicative competence through the following 
schematic diagrams: 
Knowledge structures 
(world knowledge and 
sociocultural knowledge) 
Strategic competence 
Figure 3.5: The construct of communicative competence 
adopted from Bachman (1990,85) and modified 
Language competence 
~ -------------.. 
Organizational competence Pragmatic competence 
/~ /~ 















Phonology/Graphology ... Imaginative ".. 
Figure 3.6: The construct of language competence 
adopted from Bachman (1990, 87) 
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Thus, as it can be seen, 'communicative competence' has different meanmgs and 
components to different scholars, linguists, and L2 teaching specialists (McGroarty 
1984, Dubin 1989). Accordingly, drawing on Brian Street's autonomous and Ideological 
literacy (1984), Dubin (1989) asserts that communicative competence has an 
autonomous, idealised meaning (e.g., views expressed by Larsen-Freeman (1981)) 
which refers to certain components within an idealised speaker-hearer who is socially 
and culturally neutral. In this way, Dubin criticises some of the experts in the field of 
FLT as sticking to the narrow and autonomous concept of communicative competence 
which is deviated from the broad ideological concept of 'communicative competence' 
put forward by Hymes in the late 1960s which includes the sociocultural aspects of 
language. Finally, in spite of being occasionally taken as a narrow autonomous concept, 
by the late 1970s, the idea of communicative competence was incorporated into FLT 
(Grimshaw 1973, Paulston 1974). 
Another linguistic theory of the time, namely 'functional grammar', was 
presented by Halliday (1975) which complemented Hymes' views on communicative 
competence for many writers (e.g., Brumfit and Johnson 1979, Savignon 1983, Larsen-
Freeman 1986). Halliday presented seven basic functions, which are performed by 
different linguistic forms: instrumental, regulatory, interactional, personal, heuristic, 
imaginative, and representational functions (Pachler 2000). Meanwhile, Van Ek and 
Alexander (1975) elaborated on the concept of 'notions': meanings conveyed by 
language which can be general (e.g., concepts such as time, space, quality, and quantity) 
and specific (i.e., context of situation). Thus, to develop the communicative competence 
of language learners, functional-notional syllabuses began to grow in the U.K. in the 
1970s which were the forerunners of what is now called the Communicative Language 
Teaching. Accordingly, by the late 1970s, the Communicative Language Teaching 
evolved out of the concepts of 'communicative competence', 'functions', and 'notions'. 
Later, McDonough and Shaw (1993) summarised the implications the communicative 
approach had for FL curriculum development as follows: 
1. Paying attention to meaning; 
2. Paying heed to the complex relation of form and function; 
3. Underlining context; 
4. Emphasising appropriacy of language use; 
5. Teaching all four language skills; 
57 
6. Transcending the level of sentence; 
7. Teaching both oral and body language. 
Richards and Rodgers (2001) pointed out the principles underlying the 
Communicative Language Teaching in the following way: 
1. Learners learn a language through using it to communicate; 
2. Authentic and meaningful communication should be the goal of classroom 
activities; 
3. Fluency is an important dimension of communication; 
4. Communication involves the integration of different language skills; 
5. Learning is a process of creative construction and involves trial and error 
(Richards and Rodgers 2001, 172). 
In short, due to the limitations of Audio-Lingualism and the developments in 
communicative approaches in language teaching in the 1970s, communicative views of 
language teaching began to be incorporated into language syllabus design. Almost at the 
same time, needs analysis procedures made their appearance in language planning, and 
the focus on content specification gradually changed from a linguistic orientation in 
which items were specified and graded based on their linguistic difficulty to focusing on 
all aspects of syllabus integratively through needs analysis. According to these views 
and procedures, the communicative needs and purposes of language learners are to be 
reflected in L2 syllabus design: 
Syllabuses began to appear in which content was specified, not only in 
terms of grammatical elements which the learners expected to master, but 
also in terms of functional skills they would need to master in order to 
communicate successfully. (Nunan 1988 a: 11) 
However, Widdowson (1978 a) points out that even functional-notional syllabuses are 
nothing more than an isolated inventory of units - replacing structural units with 
functional ones. In the same way, as far as L2 syllabus design is concerned, Richards 
and Rodgers (1986) argue that: 
As discussion of syllabus models continues in the CLT [Communicative 
Language Teaching] literature, some have argued that the syllabus 
concept be abolished altogether in its accepted forms, arguing that 
learners can be fully aware of their own needs, communicational 
resources, and desired learning pace and path, and that each learner must 
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create a personal, albeit implicit, syllabus as part of learning. (Richards 
and Rodgers 1986: 76) 
The techniques applied by the Communicative Language Teaching include 
paraphrasing the sentences of authentic texts, unscrambling scrambled sentences, group 
and pair work, problem-solving tasks, role playing, reading and listening to authentic 
materials, information gap activities such as communicative question- and- answer drills 
as well as picture strip stories, and on the whole, fluency-oriented activities (Stem 1983, 
Larsen-Freeman 1986, Richards and Rodgers 1986, Brown 1994, Richards and Rodgers 
2001). 
The types of testing applied in the Communicative Language Teaching are 
integrative testing (at the outset of the Communicative Language Teaching) and 
communicative testing (at the later stages of the Communicative Language Teaching). In 
integrative tests most or all elements of language are tested at the same time; e.g., cloze 
tests, and composition tests (Heaton 1975, Madsen 1983, Farhady et al. 1994, Shohamy 
1997, Cummins 2000, McNamara 2000). In other words, integrative tests comprise tasks 
which "involve processing of authentic language but in a contrived (test) context" 
(Cummins 2000, 122). Communicative tests seem to move one step ahead of integrative 
testing in the sense that they consist of tasks which "involve processing of authentic 
language that reflects language use in real-life contexts (e.g., CLBA5; performance 
assessments)" (Cummins 2000, 122). In sum, for adherents of the Communicative 
Language Teaching, fluency, function, and use override accuracy, form, and usage both 
in teaching and assessment. 
Although the Communicative Language Teaching purports that it can make 
students communicatively competent, many questions are raised about it: Is this 
approach suitable for both ESL and EFL situations? Is it suitable for non-native teachers 
who are not fluent? Is it applicable to all levels in language programme? Does it require 
the existing grammar-based syllabi to be abandoned or merely revised? Can it be 
adopted in institutions where pupils must continue to take grammar-based tests 
(Richards & Rodgers 1986, Brown 1994)? Furthermore, as Brown (1994) points out 
"communication is qualitative and infinite; a syllabus [such as that of the CLT] is 
quantitative and finite" (Brown 1994, 248). Moreover, " attempts to use the concept [of 
5 The Canadian Language Benchmarks Assessment. 
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communicative competence] in applied work, e.g., the teaching of foreign languages, 
have tended to rely more on rhetoric than on substance" (Wardhaugh 1998, 372), as can 
be seen in the EFL textbooks analysed in Chapter Eight; hence, the Communicative 
Language Teaching, which claims to be based on the concept of communicative 
competence and functional-notional syllabuses, cannot be a panacea or last word for the 
field of FLT (Andrews 1983, Hawkes 1983, Richards & Rodgers 1986, Breen 1987, 
Prabhu 1987, Halilou 1993, Brown 1994, Pachler 2000, Pachler and Field 2001) though 
this approach has continued to be widely claimed and used, and its general principles are 
still widely accepted around the world (Richards and Rodgers 2001). 
The basic principles of the Communicative Language Teaching have been 
moulded into recent teaching practices one of which is the Cooperative Language 
Learning (Brown 2001). These recent teaching practices are considered as the 
descendents of the Communicative Language Teaching (Richards and Rodgers 2001). 
Cooperative Language Learning 
Cooperative Language Learning is an approach developing in import which is based on 
a more general learning theory called collaborative learning theory. While the old 
methods of language teaching further emphasised the transmission and imparting of 
knowledge from the tutor to the pupil and the internalisation of knowledge by the pupil 
as a recipient of wisdom, collaborative learning theory prioritises the interaction of the 
pupils with one another and with the teacher who become recourses to one another, and 
in this way, according to collaborative learning theory, knowledge is co-constructed in 
social interactions (in the everyday sense of interaction). The concept of learning as an 
activity that transcends the individual and which flourishes in shared activities comes 
from Vygotskian theory which states that "the interpersonal precedes intrapersonal" 
(Daniels 2001, 70): 
Every function in the child's cultural development appears twice: first, on 
the social level, and later, on the individual level; first between people 
(interpsychological), and then inside the child (intrapsychological). This 
applies equally to voluntary attention, to logical memory, and to the 
formation of concepts. All the higher functions originate as actual 
relations between human individuals. (Vygotsky 1978, 57) 
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While transmission theories of education assume the role of a passive absorber 
and assimilator for the learner, Vygotsky's theory of education considers the role of an 
active participant for the learner: 
Just as you cannot learn how to swim by standing at the seashore ... to 
learn how to swim you have to, out of necessity, plunge right into the 
water even though you still don't know how to swim, so the only way to 
learn something ... is by doing ... (Vygotsky 1997 b, 324) 
Furthermore, Vygotsky expresses his idea about direct transmission of 
knowledge as follows: 
Pedagogical experience demonstrates that direct instruction in concepts 
is impossible. It is pedagogically fruitless. The teacher who attempts to 
use this approach achieves nothing but a mindless learning of words, an 
empty verbalism that stimulates or imitates the presence of concepts in 
the child. Under these conditions, the child learns not the concept but the 
word, and this word is taken over by the child through memory rather 
than thought. Such knowledge turns out to be inadequate in any 
meaningful application. This mode of instruction is the basic defect of the 
purely scholastic verbal modes of teaching which have been universally 
condemned. It substitutes the learning of dead and empty verbal schemes 
for the mastery of living knowledge. (Vygotsky 1987, 170) 
For Vygotsky, cooperation and collaboration are vital for effective teaching and 
learning. He contends that learning occurs through systematic cooperation between the 
teacher and the student in which the student participates in the process of his/her 
education while assisted by the teacher and peers. According to Vygotsky, in the process 
of education, the learner "must be able to do in collaboration with the teacher something 
that he has never done spontaneously ... we know that the child can do more in 
collaboration than he can independently" (Vygotsky 1987, 216). Vygotsky christened 
the concept of the Zone of Proximal Development (ZPD) to explicate the way in which 
social and participatory learning happens. He defined ZPD as the distance between a 
leamer's "actual developmental level as determined by independent problem solving" 
and the higher level of "potential development as determined through problem solving 
under adult guidance or in collaboration with more capable peers" (Vygotsky 1978, 86). 
ZPD seems to lie at the centre of Vygotsky's social account of learning by which he 
expounds that learning takes place when a learner is involved in the activity while 
supported by others and in so doing (i.e., in collaboration) s/he can accomplish more 
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than s/he can do alone. Bazerman (1997) defines ZPD as the "area that is beyond one's 
full comprehension and mastery, but that one is still able to fruitfully engage with, with 
the support of some tools, concepts and prompts from others" (Bazerman 1997, 305). 
Meadows (1998) argues that collaboration with others may enable the learner to 
accomplish things that are not achievable by the individual acting alone. Thus, according 
to Vygotsky's theory and its disciples of collaboration, learning takes place when the 
learner is involved in the activity and participates actively in the process of education. 
According to Lave and Wenger (1991, 1996), the concept of ZPD has been 
interpreted by different scholars in different ways. One of these interpretations is 
referred to as scaffolding (Lave and Wenger 1991, 1996). The scaffolding interpretation 
maintains that the initial performance of the learner can be improved if supported by or 
collaborating with more experienced participants leading to subsequent performance 
without assistance (Lave and Wenger 1991): 
... the zone of proximal development is often characterised as the 
distance between problem-solving abilities exhibited by a learner working 
alone and that leamer's problem-solving abilities when assisted by or 
collaborating with more experienced people. This "scaffolding" 
interpretation has inspired pedagogical approaches that explicitly provide 
support for the initial performance of tasks to be later performed without 
assistance. (Lave and Wenger 1996, 144) 
It seems necessary to mention that scaffolding does not imply a one-way process 
whereby the expert builds a scaffold and presents it to the novice to use (Daniels (2001) 
drawing on Newman et al. (1989)). On the contrary, scaffolding is constructed through 
negotiation between the expert and the novice, "rather than through the donation of a 
scaffold as some kind of prefabricated climbing frame" (Daniels 2001, 59). This seems 
to mean that learners can make contributions to the process of their education by 
drawing on and negotiating what they already know (i.e., their prior knowledge), their 
world knowledge, their subject matter knowledge, and their ideas and opinions. The 
negotiated scaffolding brings about a different way of teaching and learning in which 
collaboration and cooperation between the tutor and the pupil and among pupils will be 
maximised. Through scaffolding in this sense the control of activities and performances 
is gradually carried over from the more experienced participants to the learner. In this 
way, the novice seems to move from peripheral participation towards full participation 
and from dependence towards independence (Lave and Wenger 1991). Day and Cordon 
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(1993) conducted some experiments on American third graders concerning scaffolded 
and non-scaffolded learning and found that scaffolded education yielded faster and 
better maintenance of learning. In consequence, it can be said that learners' participation 
in the process of education through a negotiated support structure seems to enhance their 
learning. As for language learning, Breen (2002) argues that language and language 
learning are socially co-constructed enterprises wherein, through mutual engagement of 
learners in meaningful activities, learners will scaffold each other's language 
development. 
Lave and Wenger expanded on the theory of collaborative learning by stating 
that learning is an activity situated in the social through their co-participation rather than 
in the heads of individuals (Lave and Wenger 1991). They assert that learners learn 
mostly in relation with other learners. They also argue that circulation of knowledge 
between learners makes it spread more quickly and effectively. They contend that 
learning as a situated activity takes place through a process called legitimate peripheral 
participation in communities of practice, one type of which is 'communities of learners' 
Brown (2001, 47): 
Learning viewed as situated activity has its central defining characteristic 
a process that we call legitimate peripheral participation. By this we mean 
to draw attention to the point that learners inevitably participate in 
communities of practitioners and that the mastery of knowledge and 
practice requires newcomers to move toward full participation in the 
sociocultural practices of a community. 'Legitimate peripheral 
participation' ... concerns the process by which newcomers become part 
of a community of practice. A person's intentions to learn are engaged 
and the meaning of learning is configured through the process of 
becoming a full participant in a sociocultural practice. This social process 
includes, indeed it subsumes, the learning of knowledgeable skills. (Lave 
and Wenger 1991, 29) 
Further to the above, Lave and Wenger add that in order for the newcomer to 
move from peripheral participation to full participation, 'access' to a wide range of 
activities, information, old-timers, resources, arenas of mature practice, other learners, 
and opportunities for participation is essential. They argue that all learning is a matter of 
'access' in the sense that if the access of the learner to the activities is constrained to 
listening and observing, the learner will confront a hard time learning because s/he will 
not be able to move from periphery to the centre of practice as her/his education is 
confined to learning through abstraction rather than experiential learning. According to 
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Wenger (1998) peripherality and legitimacy are two requirements which make actual 
participation possible. Peripherality, according to Wenger (1998) "provides an 
approximation of full participation that gives exposure to actual practice ... to open up a 
practice, peripheral participation must provide access to all three dimensions of practice: 
to mutual engagement with other members, to their actions and negotiation of the 
enterprise, and to the repertoire in use" (Wenger 1998, 100). By legitimacy, Wenger 
refers to the issue that for a newcomer to become an old-timer, s/he must be treated as a 
potential member since if s/he is rejected for some reason, s/he will have a hard time 
learning as s/he will not have access to broader activities and practices. In sum, 
participation refers to the expenence of living 'in' the social world and active 
involvement 'in' the social activities and practises rather than just coming to know 
'about' the world (Wenger 1998). 
As mentioned earlier, the approach component of each method of language 
learning comprises a theory of learning and a theory of language (see Figure 3.1). In the 
previous paragraphs as well as the present one, I have made an attempt to elaborate on 
the learning theory on which the Cooperative Language Learning is based. Vygotsky's 
learning theory, as the learning theory of the Cooperative Language Learning, takes 
interactional and interpersonal activities as antecedents to independent and intrapersonal 
functioning. According to Daniels (2001), this theory has two important implications for 
education: First, teaching activities need to focus on the potential of the learner while 
utilising his/her present understanding, knowledge, and skills. Second, teaching needs to 
provide situations and circumstances for active participation of the learners, 
opportunities for their collaboration and negotiation in the process of education, and 
possibilities for the gradual transfer of control to them. I also endeavoured to show that 
the social constructivist theory of learning based on which relative I y recent approaches 
to FL teaching, such as the Cooperative Language Learning, have been developed 
underscores the significant role of the interplay between the learner and his/her peers 
and teachers. In sum, in the Cooperative Language Learning the interpersonal context in 
which the FL learner performs activities is prioritised, and hence, the interaction 
between learners and others and the active participation and collaboration of the learners 
in knowledge building are the locus of attention and improvement. 
The second constituent of the approach component (see Figure 3.1) of the 
Cooperative Language Learning is the theory of language based on which this method is 
developed. Since the Cooperative Language Learning is an extension of the principles of 
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the Communicative Language Teaching, it emphasises the development of 
communicative competence which consists of linguistic knowledge, knowledge 
structures, and strategic abilities (see Figure 3.5). Furthermore, according to Richards 
and Rodgers (2001), the Cooperative Language Learning is based on certain premises 
about the interactive and cooperative nature of language. These premises include: 
1. Communication is the prime purpose of language; 
2. Conversation is one of the most important and fascinating communicative 
activities of men; 
3. Conversation operates based on certain agreed-upon cooperative rules called 
maxims (Grice 1975). According to Grice, effective conversation has a purpose 
or a set of purposes and all participants cooperate in carrying the conversation 
forward. This is called the cooperative principle. He contends that cooperative 
and effective conversations bear four maxims: quality (speak truthfully), quantity 
(give as much information as is needed), manner (say things clearly and briefly), 
and relatedness (say things that are relevant). 
4. One learns these maxims in his/her L1 through everyday conversational 
interactions; 
5. One learns these maxims in his/her L2 through participation in cooperatively 
structured interactional activities (Richards and Rodgers 2001). 
In sum, it can be said that enhancing the learners' communicative competence by 
fostering cooperative and interactive atmosphere in the classrooms comprises the 
approach principles of the Cooperative Language Learning. 
The teaching and learning activities of the Cooperative Language Learning are 
learner-centred by underpinning learners' needs and interests and attempt to differ from 
traditional teacher-fronted methods by fostering cooperation through group and pair 
work. These activities include problem-solving and information-gap activities such as 
three-step interviews, roundtable, think-pair-share, solve-pair-share, and numbered 
heads (Olsen and Kagan 1992). In these activities, the learner acts as a member of a 
group who should act in collaboration with other members to perform the activities. In 
other words, learners need to actively and directly participate and be involved in learning 
the language. The role of the teacher is to provide structured support to the learners and 
to foster an atmosphere of cooperation through arranging group and pair work. As 
Daniels (2001), drawing on Vygotsky's learning theory, puts it, "It is the responsibility 
of the teacher to establish an interactive instructional situation in the classroom, where 
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the child is an active learner and the teacher uses their knowledge to guide learning" 
(Daniels 2001, front matter). The teacher also needs to act as a facilitator of learning by 
moving around the class and helping the learners as problems come up, encouraging 
them to cooperate and act as resources to one another, supplying other resources to them, 
and imposing less control over the class by assisting them to think and act (Harel 1992). 
In cooperative classes the teachers try to speak less than teacher-fronted classes. The 
tutor's role seems well described within Wood's (1998) contingency principle. 
According to Wood, the tutor's support should be contingent on the pupils' responses. 
Wood suggests different levels of control over the class activities ranging from minimal 
control (prompting the learners with a general question) to high control of the situation 
(demonstrating the steps required to accomplish an activity). Wood contends that 
whenever the learners respond or perform an activity correctly, contingency principle 
suggests that the tutor should reduce the level of control. In other words, one of the 
tutor's roles is to ensure that the pupil is making progress, and accordingly, decreases the 
level of control. In this way, the pupil may gradually reduce her/his dependence upon the 
support structure as her/his learning progresses. In sum, in the Cooperative Language 
Learning the pupil, her/his classmates, and the tutor seem to act as partners who try to 
implement discussion groups, group work, and pair work to increase the pupil's 
participation in the process of language learning. 
An example of a cooperative learning lesson is provided by Johnson et al. 
(1994). They exemplify a composition class which applies the procedures of the 
Cooperative Language Learning: The tutor divides the class into pairs. Student A 
explains what s/he is going to write to student B while student B listens, takes note and 
outlines what students A explains. Then this procedure is reversed between student A 
and B. The students search for the material they might use for their composition, and if 
they come across any material they think it would be useful to their partner, they 
introduce that material to her/him. The teacher might introduce materials suitable for 
their writing to the students as well. Then the pair starts writing the first paragraph of 
their compositions in cooperation with each other. The rest of the composition is written 
individually. When the two compositions are completed, each composition is proofread 
by the other partner who also gives suggestions for revision. Afterwards, the students 
revise their compositions in terms of their partner's corrections and suggestions. Finally, 
the last version of the composition is reread by the partner and is signed. During this 
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process, the teacher will move around the class to monitor the paIrs and to gIve 
assistance as problems arise. 
The assessment technique usually applied in the Cooperative Language Learning 
IS 'dynamic assessment' (Campione 1996, 221). Dynamic assessment is inspired by 
Vygotsky's learning theory which seeks ways to assist learners to fulfil their potential 
(Daniels 2001). Campione draws a distinction between static and dynamic tests: 
Skills can be measured in situations where students work unaided on sets 
of items, and are given but a single chance to demonstrate their 
proficiency (static tests). The contrast here involves cases where students 
are given some form of help designed to maximise their performance, 
with this aided, maximal level taken as providing the clearer picture of 
student ability (dynamic tests). (Campione 1996, 221) 
Campione also continues: 
The provision of assistance makes it possible to evaluate performance in 
settings just in advance of current capabilities, creating a zone of 
proximal development in which to gauge progress. In our own work, this 
enables us to look specifically at transfer performance, which we see to 
reflect understanding of newly acquired skills, a feature notably missing 
from static tests. (Campione 1996, 246) 
Campione, thus, maintains that dynamic tests refer to "assessment via assisted learning 
and transfer" (Campione 1996, 232). He reiterates that dynamic tests include a transfer 
component which the static tests lack: 
Recall that one of our concerns about standard assessment procedures is 
their insensitivity to students' understanding of the routines they can 
apparently execute - many students get the right answer but for the wrong 
reasons. Inclusion of a transfer component in the assessment is designed 
to distinguish students who can use only what they were taught originally 
from those who, because they understand, can go beyond the specific 
problem types they have practised and apply their routines flexibly. 
(Campione 1996, 242) 
To sum up, the assessment technique applied in collaborative education is referred to as 
dynamic assessment which further focuses on the process of learning rather than just on 
the products. 
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Drawing on Palincsar and Brown's reciprocal teaching (1984), Campione 
provides an example of dynamic assessment. Reciprocal teaching is a cooperative 
learning system for teaching reading and listening comprehension in which 
responsibility is transferred from the teacher to the student and back from the student to 
the teacher till the student becomes an independent reader and/or listener. This 
reciprocity seems to enhance students' involvement. In reciprocal teaching, a discussion 
is organised concerning a text that the students and the teacher jointly try to understand. 
The teacher and the students take turns to lead this discussion. The activities in 
reciprocal teaching include questioning, summarising, clarifying, and predicting. These 
activities, according to Campione, are both comprehension fostering and comprehension 
monitoring. Campione also believes that these activities can facilitate comprehension as 
they seem to be used by skilled readers and, because they engage the students in a 
discussion, help the teacher not only carry out on-line diagnosis but also scaffold the 
students' learning at the same time. He also argues that in assessment via reciprocal 
teaching "as the activities are practised in the context of reading for meaning, we need 
not be concerned whether they will transfer to the task" (Campione 1996, 245)6. In sum, 
reciprocal teaching is a cooperative way of enhancing text comprehension through 
which both scaffolding and assessment are exercised. 
In summary, the Cooperative Language Learning is one of the relatively recent 
methods in FL teaching which is rooted in Vygotsky's learning theory in order to help 
learners move from peripheral participation in FL classrooms to full participation 
through negotiated scaffolding, and in this way, to enhance their communicative 
competence in the FL. It is necessary to mention that a number of research findings 
demonstrate the effectiveness of the Cooperative Language Learning (see, for example, 
Baloche 1998 and Slavin 1995) and interactive approaches to language learning (see, for 
example, Swain and Lapkin 1998). Yet, this relatively recent method of FL teaching is 
criticised on certain grounds. As far as the approach component of this method IS 
concerned, Vygotsky's theory of learning has been criticised in the following way: 
Vygotsky never specified the forms of social assistance to learners that 
constitute a ZPD.... He wrote about collaboration and direction, and 
about assisting children 'through demonstration, and by introducing the 
initial elements of the task's solution ... but did not specify beyond these 
general descriptions. (Moll 1990, 11) 
6 For a concrete example of reciprocal teaching, see page 57 in Palincsar and Brown (1988). 
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It is also contended that intermediate and advanced students seem to benefit from this 
method of language learning more than beginners (Richards and Rodgers 2001). 
Furthermore, some of the teachers may encounter difficulty accepting and adapting the 
new roles (Richards and Rodgers 2001), i.e. roles such as negotiator, collaborator, 
organiser, partner, and a master who gradually transfers the control of the activities to 
the apprentice. 
Comparing Vygotskian learning theory with the statement of the course objectives 
in Iranian high schools, in-class teaching and learning activities and processes, textbook 
contents and examination contents, it seems that collaborative learning, negotiated 
scaffolding, and participative education, as relatively recent advances in education, are 
not appropriately reflected in EFL education in the Iranian high school. This issue will 
be further discussed throughout Chapters Five to Ten through which it will become 
evident that most of the EFL education in the Iranian high school seems to be directive 
and non-participative. I contend lack of pupils' adequate participation in the process of 
EFL education can be one of the reasons contributing to their underachievement in 
communicative abilities. 
Eclectic Approach 
Since all of the existing foreign language teaching methods seem to have certain 
limitations (Stem 1983, Grenfell and Harris 1999) and since each method is appropriate 
for a particular setting, it is not usually recommended to adopt and entirely rely on just a 
single method. Furthermore, according to Pachler and Field (1999), since successful 
communication entails independence, language teachers need to enhance learner 
independence both in language learning and in language use. To do so, foreign language 
teachers are to adopt an eclectic approach (Pachler and Field 1999) (i.e., a reflective and 
thoughtful amalgamation of apt procedures of different methods regarding the current 
setting of their classes) considering the factors affecting their teaching process: Who is 
the learner? What is her/his background? What is her/his Ll? What is her/his gender? 
How old is s/he? What is it that s/he would like to learn? How does slhe prefer to learn? 
How long is the course to last? Where is language learning taking place? (i.e., foreign or 
second language situation?) Why does the learner want to learn a foreign language? (i.e., 
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her needs, aims, motivations, and interests.) What is the context of language teaching 
and learning? ... As Brown (1994, 2000) puts it: 
There are no instant recipes. No quick and easy method is guaranteed to 
provide success. Every learner is unique. Every teacher is unique. And 
every leamer-teacher relationship is unique. Your task [as a teacher] is to 
understand the properties of those relationships. Using a cautious, 
enlightened, eclectic approach, you [as a teacher] can build a theory [of 
your own] - an understanding of the principles of second language 
learning and teaching. (Brown 1994, 15; Brown 2000, 14) 
Summary and Conclusion 
In this chapter, a survey of a set of FLT methods which seemed to be relevant to the 
Iranian EFL textbooks, classes, and examinations was presented. The relations of these 
methods to language syllabus design and curriculum development were also discussed. 
Furthermore, the effects of different disciplines on FLT were probed into. The 
importance of such an overview for my thesis is to point out that the design and 
procedures of certain methods have been applied to writing the EFL textbooks of Iranian 
high schools and to in-class teaching and learning activities; these books, according to 
my text analysis demonstrated in Chapter Eight, seem to have been written mostly based 
on the audio-lingual tenets as they contain a considerable number of structural drills 
through repetitions, substitutions, and transformations. The in-class activities, according 
to my class observations displayed in Chapter Six, appear to be mostly grammar-
translation oriented as they further focus on learning the foreign language through 
internalisation of syntactic competence, translation of written texts, and memorisation of 
vocabulary. In other words, such an overview has been necessary because the EFL 
textbooks and teaching methodology in the Iranian high school seem to subscribe to 
these methods. Moreover, this review has been carried out because it is hardly possible 
to separate discussions over EFL curricula from FL teaching methods. In this chapter, it 
was also argued that no FLT methods are perfect and comprehensive and that teachers 
need to be more eclectic in their teaching activities rather than stick to a particular 
method for teaching 'all' students in 'all' settings. Furthermore, I pointed out that the 
paradigm shifts in FLT (such as benefiting from collaboration and cooperation) do not 
seem to be reflected appropriately in the EFL curriculum of the Iranian high school as 
the new approaches to teaching and learning are barely observed in that curriculum. This 
issue will be further discussed through Chapters Five to Ten. 
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From this chapter in which, among other things, I made an attempt to elaborate 
on Vygotsky's theory of collaboration as the most appropriate learning theory 
underlying this thesis, I will move to the next chapter which is an explanation of the 
design and methodology of the present thesis. 
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Chapter Four 
Design and Methodology of the Study 
Introduction 
In Chapter One, I stated the research problem and the motivation for conducting this 
study. I also suggested that one way to study some of the likely reasons for high school 
students' underachievement in their EFL abilities is to explore how the planned EFL 
curriculum (see Figure 2.8) is translated into an implemented one. To carry out such an 
exploration, in Chapter Two, I devised an evaluation frame (see Figure 2.9) to study how 
this translation takes place in the context of an Iranian high school. In Chapter Three, I 
elaborated on some of the FL teaching methods which seemed to affect implemented 
high school EFL curriculum. I asserted that one reason for high school students' 
underachievement might be the application of certain traditional methods in which 
learners' participation in learning activities is low. I also indicated that relatively more 
recent teaching and learning theories, in which learners' participation in the co-
construction of knowledge is prioritised, does not seem well reflected in the Iranian high 
school EFL curriculum. These issues, I suggest, can be explored through studying the 
process of the translation of the planned into implemented curriculum. Consequently, the 
present chapter is given over to the design and methodology of such a study presented in 
this thesis. 
To elaborate on the design and methodology of this study, the present chapter is 
divided into the following main sections: 'Introduction', 'Research Questions', 
'Research Design', 'Researcher's Epistemological Standpoint', and 'Summary and 
Conclusion' . 
Research Questions 
Given the above-mentioned explanation and discussion and considering Figure 2.9, this 
study addresses the following questions: 
1. What are the relations between 'a', 'b', and 'c' in Iranian high schools? ('a' 
refers to the course objectives, 'b' to the course content which comprises (i) the 
textbook content as well as (ii) in-class teaching and learning activities and 
processes, and 'c' to the examination content.) 
1'2 
2. What is the relation between 'a', 'b', 'c', and high school learners' expressed 
needs and interests? 
3. To what extent are in-class teaching and learning activities and processes 
intended (i.e., matching course objectives) and unintended (i.e., mismatching 
course objectives and/or not mentioned in course objectives)? 
4. How far can questions 1, 2, and 3 help explain Iranian high school students' 
underachievement? 
Research Design 
To further elaborate on the details of this study, this section is given over to the research 
design comprising components of the study, design of the study, overview of the case, 
research participants, data collection procedures, and data analysis procedures. 
Components of the Study 
The components of the present study have included the EFL examination content of 
Iranian high schools which is prepared based on the content of the EFL high school 
textbooks which in turn is to be written according to the EFL course objectives of 
Iranian high schools. Besides, the in-class teaching and learning activities of teachers 
and learners have been taken into consideration to provide us with a perspective of the 
context of EFL curriculum in an Iranian high school. In other words, the present research 
has tried to represent the ecology, by which I mean the context of situation, of EFL 
curriculum in an Iranian high school as precisely and intensely as possible, and in so 
doing, has adopted a holistic (i.e., focusing on the EFL curriculum in an Iranian high 
school as a whole entity (Stake 2000 in Denzin and Lincoln 2000)), illuminative 
approach (i.e., trying to describe and interpret rather than measure, and therefore, 
provide information about that curriculum (Kelly 1999)) to the evaluation of that 
curriculum. In sum, EFL course objectives, the textbook content, teaching and learning 
activities, and the examination content have constituted the components of the present 
study. Moreover, the expressed needs and interests of the learners have also been taken 
into account. 
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Design of the Study 
This study has been more a sort of qualitative study in the sense that it has been holistic, 
heuristic (data-driven attempting to describe the EFL curriculum in an Iranian high 
school and generate interpretations and hypotheses about it), non-interventionist (having 
no control and manipulation over the components of the study), more subjective and 
participant-oriented, and probably less generalisable in its findings (Seliger and 
Shohamy 1989). The strategy used in the present research has been case study: the study 
of the "complexity of a single case, coming to understand its activity" (Stake 1995:xi), 
or adopting Mitchell's (1984) words, " ... detailed accounts of particular series of events 
or actions or actors" in order to derive theoretical insights (Mitchell 1984, 240). The 
description of the case will follow in the next sections entitled 'Overview of the Case' 
and 'Research Participants'. 
Overview of the Case 
To do classroom observations and interviews, I chose a high school as an instrumental 
case (i.e., a case which could provide me with insights into the research questions; in 
other words, I used a high school as an instrumental case to understand something else: 
to understand a curriculum) (Stake 1995, Stake 2000 in Denzin and Lincoln 2000) for 
the following reasons: 
1. That high school (the instrumental case) was fairly easy for me to get to (it was 
accessible to me) (Ellen 1984). As Ellen 1984 writes, "The accessibility of 
community informants to an accepted fieldworker can be a great time saver and 
advantage" (Ellen 1984, 241). The high school was hospitable to my inquiry since 
the vice- Principal of that high school was known to me. Needless to say, choosing 
the case is not necessarily concerned with representativeness and typicality of the 
case but with its accessibility, hospitality, and the opportunity it provides to the 
researcher to learn. Too little can be learnt from less hospitable and less accessible 
cases (Stake 1995, Stake 2000), and time is also of the essence (Ellen 1984). As 
Stake (2000) puts it, the case study researcher leans 
toward those cases that seem to offer opportunity to learn .... 
That may mean taking the one most accessible, the one we can 
spend the most time with. Potential for learning is a different 
and sometimes superior criterion to representativeness. Isn't it 
better to learn a lot from an atypical case than a little from a 
seemingly typical case? (Stake 2000 in Denzin and Lincoln 
2000,446) 
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In other words, choosing a case, according to Mitchell (1984), does not usually deal 
with its typicality or representativeness, but with how it helps the researcher to 
generate and/or modify hypotheses. Furthermore, the contention of the case 
researchers, according to Stake (2000) is that "we can learn some important things 
from almost any case" (Stake 2000, 446). The chosen case, I contend, has been able 
to help me generate certain hypotheses about the EFL curriculum in an Iranian high 
school, i.e. it seems to have been a 'telling case' (Mitchell 1984, 239). 
2. That case could lead me to understanding and insights about the EFL curriculum of 
an Iranian high school; in other words, it has been an illuminative case which could 
provide me with certain tentative answers to my research questions about that 
curriculum and has highlighted the probable strengths and limitations of the 
curriculum. 
3. Since I was known to the vice-principal of that high school, he convinced the 
language teachers of the school to take part in my interviews and to let me observe 
their classes. In addition, he also convinced and persuaded some of the students to be 
interviewed. In fact, he was a gatekeeper on the way of my access to the knowledge 
of others. One of the drawbacks of this type of approach to research participants is 
that if the participants (i.e., teachers and students) identified me with the vice-
principal, they might only have told me certain things and not others and/or might 
have distorted certain issues. I, then, made an attempt to reduce this source of bias as 
much as possible by establishing a climate for 'mutual disclosure' and 'mutual 
understanding' (Douglas 1985 in Holstein and Gubrium 1997, 119) through 
displaying my willingness to share feelings, thoughts, and experiences. To do so, I 
endeavoured to establish that I was 'a friend and not a foe' (Jones 1999,50). 
4. The instrumental case (the high school) could optimise my understanding about my 
topic because the study of the EFL courses of that high school has been able to 
reveal the complexity of the EFL curriculum in Iranian high school education. 
Though it is noteworthy that the course objectives, the textbooks, the examinations, 
and the teaching methods (thesis 201/110/18792, 1999 and 201/138/06725, 19967 
conducted in Iran endorse that traditional methods of foreign language teaching, 
7 These numbers refer to the abstracts of the theses available on the Internet which have been conducted in 
Iran. The theses writers' names are not mentioned on the Internet. However, the interested readers can 
check the following website: www.irandoc.ac.ir. 
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mainly the Grammar-Translation method, are implemented in teaching English in 
almost all Iranian state high schools) utilised in that high school are the same as 
those of other high schools, that high school has been more of a 'telling case' than a 
typical one. In other words, the data I have collected do not necessarily represent all 
other high schools. Since the data have not been collected through a quantitative 
sampling approach, they are true only about the school in which I have conducted 
my fieldwork. However, the principles I have raised about the EFL curriculum in 
that high school may have relevance to the EFL curriculum in other high schools. I 
am suggesting, thus, that the principles are generalisable to the theory and not to the 
population. In other words, the principles I have raised are not 'enumerative 
induction' but 'analytical induction' (Mitchell 1984, 239; Hammersley 1992, 188). 
Those principles are essentially meant to be taken by other researchers and tried out 
by them. The other way of looking at those principles is through the way Street 
(2002), Rampton et al. (2002), Stake (1995), and Nunan (1992) might look at them. 
According to these researchers, the principles raised based on the analytical 
induction are not to be taken as grand ineffable generalisations but as input into the 
reader's inside-the-head generalisations arrived at by the reader putting the principles 
next to each other. This gives much more of the responsibility for generalisation to 
the reader in that the case study researcher says, "This is the situation I studied, and 
these are the things I found going on there. Look at it in detail. How does it compare 
with the situations you know? Are there processes here which compare with things 
that you've observed? Are your processes a bit different? What is it in our two 
situations that could account for these differences" (Nunan 1992, 69-70)? My 
research may, then, enable readers and other researchers to look at certain issues in a 
way that they might not have done otherwise, as my framework (i.e., qualitative 
interpretive framework) might provide an opportunity for them to see differently 
through a new lens. In other words, it seems that we have previously looked at the 
EFL curriculum and underachievement through lenses (i.e., through quantitative 
experimental approaches) that might have represented a closed angle of issues, but 
the new lens might help us to see the issues concerning the EFL curriculum and 
underachievement more clearly and widely. Moreover, as was mentioned earlier. 
since "we can learn some important things from almost any case" (Stake 2000, 
446), I contend the high school I attended could also 'offer opportunity to learn' 
(Stake 2000, 446). That high school has actually been a telling case of the strengths 
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and limitations of the implementation of EFL curriculum in an Iranian high school. 





there is rather loose internal coherence between the components of the EFL 
curriculum in that high school, 
just borrowing the concept of communicative competence is not enough. To 
Improve learners' communicative competence, certain principles and 
prerequisites should be met, 
social construction of knowledge and co-participation of the learners, rather than 
just imparting the knowledge to them, seem necessary to enhance their 
communicative competence, 
recent trends in teaching and learning theories are not reflected appropriately in 
the EFL curriculum in that high school. 
5. I am suggesting that the case has provided me with an opportunity to learn about it, 
and in this way potentially, about the EFL curriculum of other Iranian high schools 
and the context in which that curriculum is implemented. In fact my research 
resembles' 'the study of an instance [i.e., a high school] in action" (Adelman et aI., 
1980 in Cohen et aI., 2000, 181); an instance "offering the researcher an insight into 
the real dynamics of situations and people" (Cohen et aI., 2000, 185); in other 
words, that single instance could provide an "example of real people in real 
situations [dealing with a curriculum], enabling readers to understand ideas more 
clearly ... " (Cohen et aI., 2000, 181). 
6. That case seemed appropriate to my study because it could exhibit the morphology 
of an educational structure and curriculum; in other words, it has been a 'telling 
case' (Mitchell 1984, 239) which has clarified obscure relationships between EFL 
curriculum components and thereby answered my research questions. 
Hence, the high school seems to have been a suitable instrumental case for my 
fieldwork because it could best help me to understand the complexity of EFL curriculum 
(Stake 1995). In this way, I could learn about the multi-layered, complex reality of the 
EFL curriculum, and finally, arrived at certain tentative answers to my research 
questions. Needless to say, instrumental case study is conducted not because we are 
interested simply in the case itself but because the case can function as an instrument to 
illuminate other issues for us, as Stake (1995) asserts. 
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Research Participants 
To provide a brief 'vicarious experience', i.e. enabling the reader to draw experiential 
understanding from my descriptions, (Stake 1995, 85) or empathy (Schleiermacher 
1977) to the reader in order to give her/him a sense of high school EFL curriculum 
environment in Iran, the case and participants will be described: The high school is 
located in the centre of Esfahan city to which mostly the students of the middle socio-
economic class of the society go. These students are usually between 15 to 18 years old 
who have already been in primary school for five years and for 3 years in intermediate 
school. Their field of study is mathematics, natural sciences, or humanities. The English 
language teachers of this school are, according to the principal and vice-principal of the 
school, among the well-experienced teachers of the city whose BA degrees are in TEFL 
(Teaching English as a Foreign Language) and who teach in different high schools of 
Esfahan. It seems necessary to mention that the English language teachers of Iranian 
high schools are all Iranian. More description of the school, classes, teachers, and 
students is presented in Chapter Six. In sum, the English language classes (i.e., thirty 
sessions) of that high school were observed for a period of one month, three of the 
English language teachers of that school were interviewed, and nine of the students of 
that school who were receptive to my inquiry took part in certain interviews. 
In addition, I tried to interview the authors of the EFL textbooks and Teacher's 
Guidebooks of high schools. As far as I know, they are PhD holders in EFL bearing a 
long experience of academic career. I contend they, as the textbook writers and field 
informants, could have provided me with a considerable amount of useful information 
about the textbooks and the whole EFL curriculum in Iranian high schools. However, 
though I did my best, unfortunately I did not have an opportunity to interview them. 
Data collection 
Three ethnographic techniques including non-participant observation, interview, and 
document examination (Wolcott 1992) were applied to collect data. Each of these 
techniques is treated separately in the following sections. 
Observation 
As far as observation as a form of data collection is concerned, Cohen et al. (2000) 
contend that it is a relatively non-interventionist approach to data collection by means of 
which the researcher does not intend to manipulate the situation deliberately as s/he 
78 
would do in an experiment. According to Hammersley (1992), the limitation of the 
experiment is that by controlling certain factors, the research situation becomes artificial 
in that it cannot provide us with information about naturally occurring situation. In 
contrast to experiments, Hammersley maintains, ethnographic techniques can provide us 
with data that are less probable to be influenced by reactivity and more probably to be 
ecologicall y valid though the findings of such techniques are less generalisable than 
those of experiments. By the same token, Cohen et al. (2000) argue: 
Observational data are attractive as they afford the researcher the opportunity to 
gather 'live' data from 'live' situations. The researcher is given the opportunity to 
look at what is taking place in situ rather than at second hand (Patton 1990: 203-
205). This enables researchers to understand the context of programmes, to be 
open-ended and inductive, to see things that might otherwise be unconsciously 
missed, to discover things that participants might not freely talk about in interview 
situations, to move beyond perception-based data (e.g. opinions in interviews), and 
to access personal knowledge. (Cohen et al. 2000, 305) 
Likewise, Angrosino and Mays de Perez (2000) in Denzin and Lincoln (2000) contend 
that 
Observation has been characterised as "the fundamental base of all research 
methods" in the social and behavioral sciences (Adler & Adler, 1994, p. 389) and 
as "the mainstay of the ethnographic enterprise" (Werner & Schoepfle, 1987, p. 
257). (Angrosino and Mays de Perez 2000 in Denzin and Lincoln 2000, 673) 
Accordingly, considering the nature of my research questions, I observed thirty EFL 
high school classes as a non-participant observer. Through these observations, I did not 
seek to describe the world or even the case (classes of a high school described in Chapter 
Six) fully, but I sought to make sense of certain observations of the case by watching as 
closely as I could, by thinking about it as deeply as I could, and by applying concepts 
and themes derived from theory. In this way, I made an attempt to present a fairly 'thick 
description', i.e. careful, detailed description of a social phenomenon in order that its 
different and complex facets could be illuminated as an opening to its interpretation, 
(Geertz 1973, 6) of the EFL ecology in an Iranian high school. 
Interview 
In an attempt to present a fairly thick description, I also conducted interviews with nine 
students and three teachers as informed participants to provide an 'insider's' view. 
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Involving teachers as reflective practitioners and students as participants of the ecology 
could provide me with meaningful insights about the context of the EFL curriculum of 
an Iranian high school and could reveal to me the insiders' ideas and experiences. 
Language curriculum evaluation, according to Rea-Dickins and Germaine (2001, 1992), 
entails more viewpoints than those of the evaluator. In my study, I have included the 
teachers' and students' voices as the valid interpretations of the classroom processes in 
which they are involved. As Stake (1995) puts it: 
Much of what we cannot observe for ourselves has been or being 
observed by others. Two principal uses of case study are to obtain the 
descriptions and interpretations of others. The case will not be seen the 
same by everyone. Qualitative researchers take pride in discovering and 
portraying the multiple views of the case. The interview is the main road 
to multiple realities. (Stake 1995: 64) 
Similarly, Seidman (1998) contends that interview' 'is a powerful way to gain insight 
into educational issues through understanding the experience of the individuals whose 
lives constitute education" (Seidman 1998, 7). Accordingly, as was mentioned earlier, I 
also tried to conduct an interview with the authors of the textbooks to seek their 
viewpoints on the textbooks and on the other aspects of the curriculum under 
investigation; however, I did not have an opportunity to do so though I tried my best. 
On the continuum of structured-unstructured interviews, my interviews with 
teachers and students were more of a semi-structured type. Though I had an interview 
guide to be covered, the interviewees had considerable latitude in how to reply (Bryman 
2001). Semi-structured interviews allowed me "to deal with questions and areas of 
concern I deemed necessary whilst engaging in genuine discussion and debate, and 
allowing the interviewee to add to and extend the agenda" (Jones 1999, 47). My 
interviews, then, incorporated conversation and inquiry. I did my best to balance the so-
called 'pull of conversation' and the 'push of inquiry'. I attempted to apply conversation 
in order to mitigate the pressures of conducting inquiry and to facilitate the candid 
expression of feelings, thoughts and experiences (Converse and Schuman 1974 in 
Holstein and Gubrium 1997), though not an easy experience. Throughout my interviews, 
I also experienced different power relations with teachers and students. Whereas in the 
interviews with teachers, the discourse was more of a professional nature with a fairly 
equitable balance of power between me (the interviewer) and the teachers (the 
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interviewees), in the interviews with the students, I felt I was perceived as authority by 
the interviewees (the students) because they seemed to feel lacking in knowledge. 
Another experience of mine with interviews concerns the fact that I conducted 
my interviews in Farsi. Having transcribed my recorded data, I sought advice from my 
supervisors and fellow students regarding the translation of my Farsi interviews into 
English. They made two suggestions for adding to the validity of the translation: 
applying back translation to check for any imprecision (e.g., mistranslation, over-
translation, and under-translation) and using Latin scripts for representing Farsi to deal 
with the metaphors and expressions which cannot be translated from Farsi into English. 
Consequently, I asked my wife who is a translator to back translate my translation and 
then I checked and refined my translation accordingly. I also employed Latin scripts 
wherever I felt unable to translate from Farsi into English. Throughout the process of 
translation, back translation, refinement and applying Latin scripts, I realised that 
translation is a demanding process whose product is sometimes less than satisfactory no 
matter how much effort the translator invests in it. 
To sum up, I interviewed students and teachers in order to explore the inter-
relationships of the components of the EFL curriculum to study how translation from the 
planned into the implemented curriculum has occurred. These interviews, I suggest, have 
helped me to move from being a novice to an experienced researcher in some respects, 
e.g. in carrying out similar interviews. 
Document Analysis 
In addition to observations and interviews, the high school EFL textbooks (see Chapter 
Eight), examinations (see Chapter Nine), and course objectives (see Chapter Five) have 
undergone text analysis to figure out what these three types of documents may reveal 
about the EFL content in an Iranian high school. As documents are pervasive in 
educational settings and constitute a significant part of such institutions, Jones (1999) 
and Atkinson and Coffey (1997) argue that document analysis can contribute to the 
answers we explore to our research questions. Though one of the limitations of the 
documents is that we cannot learn from some documents alone how an educational 
system operates, this does not rule out the role and significance of documents in 
research on educational issues. On the contrary, documents "often enshrine a 
distinctively documentary version of social reality" (Atkinson and Coffey 1997, 47). 
Consequently, given the nature of my research questions, I looked at three types of 
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documents as mentioned above. The ways I have analysed and interpreted these 
documents are shown in Chapters Eight, Nine and Five. 
One of the significant points I have identified with regard to high school EFL 
Teacher's Guides as one of the documents I have looked at is that these documents 
which are supposed to guide the teachers are sometimes likely to misguide them. For 
instance, as will be seen in the next chapter, the Teacher's Guides have marginalised the 
socio-cultural and strategic aspects of communicative competence and have highlighted 
the linguistic aspects of that construct. Furthermore, the construct of communicative 
competence is represented as consisting of atomised skills and certain sub-skills. Such 
representations are likely to misguide rather than guide the teachers. How the construct 
of communicative competence is represented in Teacher's Guides is elaborately 
discussed in Chapter Five. 
In sum, text analysis, interview with teachers and students as well as class 
observations have not only provided me with an emic view (insider view), but also 
brought about a sort of triangulation (i.e., collecting the same data using different 
sources and examining a social phenomenon from more than one vantage point in order 
to come up with further interpretations and multiple perceptions of the same 
phenomenon (Bryman 2001, Cohen et al. 2000, Stake 2000, Stake 1995» which is 
crucial for the validity of the research results (Seliger and Shohamy 1989, Stake 1995) 
and for the holistic nature of the study (Ivanic and Weldon 1999). 
Research Validity 
As far as the validity of my research results is concerned, I have attempted to add to the 
trustworthiness (i.e., the quality of the research; how good the research is) of the results 
of my study through the process of triangulation (Holliday 2002): I have done my best to 
gather evidence by means of different methods and from different sources (i.e., 
methodological triangulation); furthermore, I have observed different classes being 
taught by different teachers at different times (i.e., data source triangulation); in addition, 
I have also checked certain assertions of mine with the findings of other researchers (i.e., 
investigator triangulation); moreover, I have used multiple perspectives to interpret each 
set of data (i.e., theory triangulation). Further to the above, since the results of the 
present research might be used as a catalyst for the modification of the EFL curriculum 
of Iranian high schools, they, I hope, will also have catalytic validity (i.e., the ability of 
the research to lead to action (Cohen et al. 2000» or what Habermas (1995) calls 
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transformation capability. In addition, since I have carried out some of my fieldwork 
(via observation) in normal conditions of the classroom and curriculum, I contend the 
principles I have raised through my study can have relevance to normal EFL classroom 
work in Iran, and accordingly, my inquiry also seems to have ecological validity 
(Bryman 2001, Cohen et al. 2000, Black and Wiliam 1998). 
Data Analysis 
The objectives of the course, the content of the textbook, the data from the observations 
and interviews, and the content of the examination have been analysed to arrive at 
certain categories and patterns to find out to what extent the course content and the 
examination content accord with the objectives of the course, and in tum, with the 
learners' needs and interests. In so doing, I made an effort to rely on Wolcott's (1994) 
techniques of data analysis (i.e., description, analysis, and interpretation (D-A-I» (see, 
for example, Chapter Six) and also on Stake's (1995) (i.e., categorical aggregation and 
direct interpretation) (see, for example, Chapter Six and Eight). As far as textbook 
analysis is concerned, I made an attempt to apply Fairclough's (1995) critical discourse 
analysis (CDA) techniques (i.e., absences and presences as well as description, 
interpretation and explanation techniques (D-I-E» (see Chapter Eight). In addition, the 
content validity of the examination was also accounted for through considering the 
domain representativeness and the content relevance of the examination to the textbook, 
in-class teaching and learning activities, and the course objectives (Messick 1993) (see 
Chapter Nine). 
Researcher's Epistemological Standpoint 
As far as the epistemology (the researcher's perception of the way knowledge is 
understood and acquired as well as how it is produced and communicated (Bryman 
2001, Cohen et al. 2000» of my research is concerned, I contend my standpoint is more 
of the interpretivist type in the sense that I have described and interpreted a socio-
cultural phenomenon (i.e., the EFL curriculum in an Iranian high school) as it is by 
applying ethnographic tools such as text analysis, observation, and interview to arrive at 
the participant's view and to obtain more meaningful insights into that phenomenon. In 
this way, my epistemology "is predicated upon the view that a strategy is required that 
respects the differences between people and the objects of the natural sciences and 
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therefore requires the social scientist to grasp the subjective meaning of social action" 
(Bryman 2001, 13). To put it in another way, my endeavour has been' 'to understand the 
subjective world of human experience. To retain the integrity of the phenomena being 
investigated, efforts [have been] made to get inside the person and to understand from 
within" (Cohen et al. 2000, 22). In other words, by attending the EFL high school 
classes and observing the phenomenon while it has been proceeding, by interviewing the 
participants, and by analysing certain documents I have tried to further provide an 
insider perspective (i.e., an emic view). I also contend my research is more of a heuristic 
type in the sense that through describing the phenomenon, I have tried to generate some 
interpretations and hypotheses about it, and I have developed frameworks that serve as 
scaffolds to understanding. 
Additionally, at the level of methodology, my research design is more 
qualitative in the sense that I have tried not to intervene in the natural situation of the 
phenomenon; i.e., I have followed the non-interventionism rule which requires carrying 
out the research so as to minimise as much as possible the interruption of ordinary 
activities of actors (Stake 1995). Furthermore, my approach is a holistic one by which I 
have tried to represent the interdependence of the different levels of that socio-cultural 
phenomenon. 
In sum, I contend I have further an interpretivist epistemology in my research 
through which I have attempted to take account of participants' perceptions in order to 
represent an emic view. 
Summary and Conclusion 
This chapter centred on the design and methodology of my research. What I have stated 
about the design and methodology of my study in this chapter can be succinctly 
summarised in the following diagram: 
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Research E-----. 
Epistemology: Interpretivist (emic view, heuristic) 
Methodology: Qualitative 
Design: Case study 
Data collection instruments: Ethnographic techniques of 
observation, interview, and 
document analysis 
Data analysis approaches: Wolcott's D-A-I approach, 
Stake's categorical aggregation 
and direct interpretation approach, 
Fairclough's CDA approach, 
viz. D-I-E as well as absences and 
presences technique 
Figure 4.1: An overview of the research design and methodology 
From here, I will move to the next chapter through which I will look at one of 
the documents in high school EFL education, i.e. Teacher's Guidebook, in which the 
course objectives are stated. In so doing, I will make an attempt to describe and analyse 
the objectives stated in the Teacher's Guide to take account of what is required to be 
fulfilled in the EFL courses in Iranian high schools. 
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Chapter Five 
High School EFL Course Objectives 
Introduction 
In the previous chapter, I expanded on the design and methodology of this study. Among 
other things, I also formulated my research questions. Furthermore, in Chapter Two, 
explicating my evaluation frame, which was in close connection with my research 
questions, I mentioned that the initial step in my research would be to explore the course 
objectives in terms of which the other components of the EFL curriculum in high 
schools have been set. As was stated in Chapter Two, looking at the course objectives is 
necessary because qualitative evaluation approaches to curriculum are not neutral to 
course objectives but question the course objectives to find out to what extent the course 
objectives are justifiable. Consequently, a double loop approach in looking at the 
curriculum seems appropriate. 
• 
While analysing the course objectives, I identified the following issues: 
Whereas the main objective of the EFL course is stated as enhancing both 
communicative and linguistic competence of the leamer, socio-cultural and 
strategic aspects of the language seem to be marginalised (see the section on the 
components of the construct 'communicative competence' according to 
Bachman (1990) in Chapter Three). In other words, I assert that the main 
objective of the course seems to have been reduced to the enhancement of 
linguistic competence. Consequently, a 'reductionist' approach seems to have 
been adopted in the statement of the course objectives. 
• Whilst integration of language skills is demanded by the course objectives, the 
approach adopted in the statement of the course objectives is a 'study-skills, 
atomised' approach through which language is disintegrated into certain skills 
and sub-skills. 
• In the course objectives, enabling students to participate in the class activities is 
required. Further, certain open-ended activities are suggested in order to invite 
students into participation. These objectives seem to be in line with the recent 
trends in learning theories (see the section on Vygotskian learning theory in 
Chapter Three). Yet a considerable number of closed-ended activities are 
suggested too which are of the audio-lingual type. Such activities do not usually 
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invite the learner into the process of participation and meaning making. They 
are rote-learning activities which bear no resemblance to the communicative 
nature of language (see the section on the Audio-Lingual method in Chapter 
Three). 
To elaborate on the above-mentioned issues, I will initially present a summary of 
education in Iran in general, and of high school EFL education in Iran in particular. 
Then, I will reformulate EFL course objectives in Iranian high schools as stated in the 
Teacher's Guidebooks. Finally, I will analyse and interpret those objectives. 
Certain Aspects of Education in Iran 
To provide a 'vicarious experience' (as Stake 1995 calls it), I intend to give the reader a 
schema of the education in Iran because without such a schema, it will be hard for the 
reader to decipher the context and structure of the educational system in Iran. As was 
mentioned in Chapter Two, the topmost institution of the educational system in Iran is 
the SCCR (Supreme Council of Cultural Revolution) whose responsibility is to provide 
the ultimate goals and the general curriculum of education. Then there are the Ministries 
of Higher Education (MHE) and Education (ME). The MHE develops the general 
curriculum of universities and the ME provides the general curriculum of primary 
schools, intermediate schools, and high schools. The textbooks used in universities are 
written by writers usually under the supervision of the MHE. The textbooks used in 
primary, intermediate, and high schools are written by writers always under the 
supervision of the ME and are also published by the same Ministry (see Figure 2.7). 
Among other things, Iranian universities are also responsible for teacher training 
courses which usually take four years full time education. During these four years, 
teacher trainees usually take part in four types of courses: general, special, educational, 
and practical. In general courses, teacher trainees are familiarised with Farsi literature, 
the English language, theology, and physical education. In special courses, teacher 
trainees study materials directly relevant to their major. In educational courses, teacher 
trainees are introduced to teaching and learning theories, methods, and techniques. In 
practical courses, teacher trainers put what they have learnt into practice. Finally, having 
graduated, these teacher trainees can work as teachers in Iranian schools. 
As was already mentioned, among other things, the ME is also in charge of 
supervising the writing and publication of the textbooks as well as setting the general 
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curriculum for the schools. The schools have a hierarchy of management including the 
principal, the vice-principals, and the teachers. The principal and her/his assistants are in 
charge of managing the school and supervising the optimal implementation of the 
official curriculum provided by the ME. The teachers are responsible for managing the 
classes and implementing the official curriculum (including the prespecified objectives 
and textbooks). As far as high school examinations are concerned, the final examinations 
in each academic year are usually provided by the Department of Education in each 
province or region and administered at high schools. In sum, the following schematic 
diagrams can represent the hierarchical structure of the educational system in Iran: 
Figure 5.1 illustrates the hierarchy of educational institutions, and Figure 5.2 depicts the 
hierarchy of figures in the educational system: 
Government 
Ministry of Higher Education Ministry of Education 
~r 
Universities Provincial Departments of Education 
" 
Colleges Regional Departments of Education 
/.r~~ 
------------, 
Departments Primary schools Intermediate schools High Schools 
Figure 5.1: A simplified representation of the hierarchy of educational institutions 
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Head of the Government 
~~ 
Minister of Higher Education Minister of Education 
• • Vice-ministers Vice-ministers 
• • Chancellors General directors of Provincial Departments of Education 
• • Vice-chancellors Vice-general directors 
• • Deans General directors of Regional Departments of Education 
• • Vice-deans Vice-general directors 
• ~ -. --------------. Heads of departments Primary school Intermediate school High school 
principals principals principals 
• • • • Academics Vice-principals Vice-principals Vice-principals 
• • • • University students Teachers Teachers Teachers 
• • • Primary school Intermediate school High school 
students students students 
Figure 5.2: A simplified representation of the hierarchy of figures in the educational 
system 
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As it can be seen, there is a centralised system of education in Iran. In other 
words, especially in high school education, there is a national common curriculum 
provided by the ME and implemented by all high schools. The objectives are set by the 
higher levels of the hierarchy, the mediate and proximate objectives as well as the 
textbooks are provided by the ME, and the school teachers are in charge of applying the 
prespecified objectives and textbooks published by the ME. There is discretion only in 
the area of the methods applied by the teachers to teach students. All in all, looking at 
Figure 2.7 and Figures 5.1 and 5.2, one can realise that there is a top-down approach to 
education in general and curriculum setting in particular in Iranian system of education. 
This type of approach seems to have marginalised the needs, interests, and voices of the 
learners as well as the voices of the practitioners. This issue and its likely consequences 
are discussed further in Chapter Ten. 
To give the reader a more vivid picture of the general curriculum in Iranian 
schools, Bernstein's classification and framing (1971, 1996, 2000) may be useful. 
According to Bernstein, classification refers to the relations between categories 
(contents) whilst framing refers to the relations between transmitters and acquirers. 
Iranian schools' curricula seem to be of the collection type, in which the contents 
(subjects or courses) stand in a closed relation to each other, with a strong classification 
(i.e., contents are well insulated) and a strong frame (i.e., entailing reduced options to the 
students). Consequently, since in Iranian schools' curricula the classification and 
framing are strong, the educational relationships tend to be more hierarchical and 
ritualised (Bernstein 1971, Bernstein 1996, Bernstein 2000). What is likely to be of 
import for this study is that the EFL course in Iranian high schools is quite insulated 
from other high school subjects, and Iranian students appear to follow what the teacher 
and the textbook prescribe. In other words, there seems to be little attention to the 
preferences of the students as far as EFL learning is concerned, and this might bring 
about an implicit conflict between what the students prefer and what the teacher and the 
textbook offer. This conflict is also one of the topics of my discussions in Chapter Ten. 
School education in Iran is divided into three phases: primary school, 
intermediate school, and high school education. Children enter primary school when 
they are seven years old. Primary school education includes five grades and will take 
five years during which there are no EFL courses except in a few private schools. At age 
twelve, students will enter intermediate school which includes three grades and will take 
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three years. The EFL course starts in the second grade of intermediate school (i.e., at age 
13) and will also be held in the third grade of that phase. At age fifteen, pupils will be 
admitted to high school which will take three years and consists of three grades. The 
EFL course is offered during all three grades of high school, and it is obligatory for all 
students. It is noteworthy that Downes (2001) and the Nuffield Language Inquiry (2000) 
argue strongly in favour of students learning a foreign language much earlier than age 13 
if students are to achieve higher standards. According to the Nuffield Language Inquiry, 
research findings and public perception support learning another language earlier in life. 
The late start in foreign language learning, then, can be one of the reasons contributing 
to the underachievement of the foreign language learner. 
In each grade in high school, the EFL course comprises a textbook used by 
students and teachers and a Teacher's Guidebook accessible only to the EFL teachers 
(see Appendix B for sample materials). It is also noteworthy that during high school 
education, the EFL course is held four hours a week (namely two sessions, each session 
lasting two hours) totalling sixty-four hours in each grade. At the end of each grade, a 
regional or provincial examination is administered, and students will pass the course 
provided that they score ten and above (out of twenty). It should be mentioned that the 
EFL textbooks of high school are written by three TEFL PhD holders who are EFL 
teacher trainers as well, and one of them has also written the Teacher's Guidebooks. 
EFL Curriculum in Iranian High Schools 
In the previous section it was mentioned that the high school education in Iran follows a 
national common curriculum developed by the ME. The same case is true about the EFL 
curriculum in Iranian high schools. In other words, the mediate EFL objectives are 
translated into proximate EFL objectives and the latter are supposed to be realised in the 
textbooks and the Teacher's Guidebooks, the teachers' activities (the methodology), and 
the examinations content. There are three English language textbooks which are used 
respectivel y for the three consecutive academic years of high school. These books are 
the same in all high schools of the country. The content of the textbooks, the content of 
the examinations, and the list of the EFL objectives are elaborated in Chapter Eight, 
Chapter Nine, and the present chapter respectively. At the moment, suffice it to say that 
the content of the textbooks is written mostly based on audio-lingualism (see Chapter 
Eight), the teaching method applied by teachers is mostly grammar-translation method 
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(see Chapter Six), and the final examination of each year is mostly discrete-point testing 
(see Chapter Nine). The following schematic diagram may clarify the EFL syllabus and 
examinations in Iranian high schools: 
Iranian high schools EFL textbooks and examinations 
English Language 
Textbook I 
(used in the first grade 
of high school) 
Final examination I 
(at the end of the first 
academic year, and 





(used in the second grade 
of high school) 
,r 
Final examination II 
(at the end of the second 
academic year, and 




(used in the third grade of 
high school) 
" 
Final examination III 
(at the end of the third 
academic year, and 
usually regional or 
provincial) 
Figure 5.3: High school EFL textbooks and examinations 
It seems appropriate now to take a look at the EFL course objectives in Iranian 
high schools because, as it can be seen in Figure 2.8, they are the point of departure in 
EFL curriculum planning in Iran. 
Description of EFL Course objectives in Iranian High Schools 
To elaborate on the objectives of the EFL courses in Iranian high schools, it appears 
indispensable to examine the Teacher's Guidebooks because these Guidebooks not only 
act as a guide to teachers on account of containing very detailed pedagogical advice and 
instructions together with extra material usable to supplement class work, but also play 
the role of the syllabus since they include statements about the course objectives, the 
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course content, implementation, methodology, and sometimes assessment procedures 
(Halilou 1993). 
As was stated, the EFL textbooks of Iranian high schools are supplemented with 
Teacher's Guidebooks providing the EFL teachers with the objectives of the course and 
certain guidelines on how to apply the textbooks. For each textbook, there is a Teacher's 
Guidebook which is written by one of the authors of the textbooks and, like the 
textbooks, is published under the supervision of the Iranian Ministry of Education. 
Before probing more deeply into the Teacher's Guidebooks to attempt to work out and 
classify the objectives of the course, two points need to be clarified. First, the EFL 
course in Iranian high schools is objectives-based on account of the author of the 
Teacher's Guidebooks who does pinpoint this fact: "Teaching foreign languages, certain 
principles should be taken into consideration which briefly include identifying the 
objectives and preparing the instructional materials toward the attainment of the 
objectives, ... " (Teacher's Guidebook I and II, P. 2, my italics). Second, these objectives 
have been stated in different forms: what the students are to learn and to do, what the 
teachers are to teach and to do, what language skills are to be transmitted, and what 
language items are to be learnt. Having these two points in mind, it is now appropriate to 
describe the Teacher's Guidebooks. 
At the beginning of the Teacher's Guide I and II (pages 1 and 2), the author 
highlights and protagonises the role of Contrastive Analysis (C.A.) in FL teaching to 
avoid L1 negative transfer (i.e., interference) into FL learning. Then he presents a 
history of language teaching methodology and expresses the basic principles of foreign 
language teaching methods as he sees them. Finally, he asserts that no methods have 
priority over others and being eclectic is the most workable and appropriate resort in 
EFL for the targeted pupils. 
In the second, third, and fourth chapters of the Teacher's Guide I and II, the 
author elaborates on the concepts of applied linguistics vs. pure linguistics, learning vs. 
acquisition, FLL vs. SLL, use vs. usage, and language teaching methods vs. eclecticism. 
Explicating these concepts, the author contends that teachers of EFL should understand 
and implement the suggestions of applied linguistics, that learning and acquisition are 
not mutually exclusive, that "foreign language [learning] usually requires more formal 
instruction" (Teacher's Guide I and II, P. 20) than second language acquisition, that 
teachers · 'should always try to provide a combination of activities which are both related 
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to the student's knowledge of formal properties of the language [ i.e., usage] and the 
ability to apply this knowledge in communicative contexts [i.e., use]" (Teacher's Guide 
I and II, P. 21), that no methods are superior to others, that all methods have 
disadvantages as well as advantages, and that teachers are justified in adhering to an 
eclectic approach in their teaching activities because there are no best methods. Thus, 
what the teachers of EFL are to do can be summarised as follows: 
l.Applying the findings and suggestions of C.A. in their teaching activities; 
2.Presenting more formal instructions; 
3.Emphasising both usage and use; 
4.Being eclectic. 
The Four Skills 
In chapter five, the author defines the objectives of the EFL course in terms of four 
skills: listening, speaking, reading, and writing. He also differentiates between language 
aspects with regard to modalities (oral vs. visual) and users' activities (receptive vs. 
productive), and in this way he underscores the learning of receptive skills prior to 
productive skills: "A word (or sound or construction) is often acquired by first being 
perceived and later by being produced" (Teacher's Guide I and II, P. 50). Then he 
further elaborates that students are to learn how to predict and guess, how to extract 
general ideas as well as specific information, and how to make inferences about opinions 
and attitudes of the speaker or writer. Consequently, the author assigns the following as 
another objective of the EFL course: "The job of the teacher, then, is to train students in 
a number of skills they will need for the understanding of reading and listening texts" 
(Teacher's Guide I and II, P. 55). 
The Skill of Reading 
In a section entitled 'Reading', the author expounds that two types of reading are to be 
carried out in the EFL classes: reading aloud and silent reading. According to the author, 
the objective of the former is to help students to improve their pronunciation and 
intonation and the objective of the latter is to enhance pupils' reading comprehension. 
The other objectives of the reading texts and activities are stated as practising students 
on grammatical forms, studying vocabulary, extracting meaning and information from 
the text, and increasing the students' speed of reading. The author also suggests that 
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skimming (getting general ideas) and scanning (extracting specific information) should 
be performed without using translation into L1 even if the students do not understand the 
whole text. He also recommends that teachers utilise reading texts as a base for oral 
discussions to improve the pupils' speaking ability. In sum, generally speaking, the 
objectives of reading in the EFL course can be summarised as improving linguistic and 
communicative skills of students through reading texts and activities. 
The Skill of Listening 
Having illustrated the reading objectives of the EFL course, the author opens up a 
section entitled 'Listening' as the second receptive skill. He points out that the 
immediate objectives of listening activities for students are "to understand the teacher 
well enough to participate in the class activities, to understand their classmates in order 
to be able to interact with them in communicative contexts, and to practice with tapes" 
(Teacher's GuideI and II, P. 62). He also invites the EFL teacher "to arouse the interest 
of the students in the content of the text, to motivate the students to listen to the material, 
and to establish a communicative purpose for listening activity" (Teacher's Guide I and 
II, P. 64). The author further suggests that all listening activities should involve the use 
of a tape recorder. At last, the author expresses that listening activities can be finalised 
by asking students to provide outlines of the most important points they have heard, to 
prepare a written summary of the listening text, or to discuss different aspects of the 
listening text. In short, the listening objectives of the EFL course can be categorised in 
the following wa y: 
1. Enabling students to understand the teacher well enough to take part in class 
activities; 
2. Enabling pupils to listen to their peers to interact and communicate with them; 
3. Enabling learners to listen to and understand certain L2 tapes; 
4. Arousing the interest of the pupils and motivating them to listen to the 
listening materials; 
5. Checking and asseSSIng students' listening comprehension and gIVIng 
feedback to them. 
The Skill of Speaking 
In the next section, the author explains the nature of communication and productive 
skills in detail and he draws certain distinctions between speaking and writing coming to 
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the conclusion that L2 writing IS a more demanding and challenging actIvIty than 
speaking in L2. He then pinpoints the objectives of the EFL course as far as the speaking 
skill is concerned: 
1. Enabling pupils "to use the material they are learning to speak to someone 
else" ; 
2. Enabling students "to participate m the class activities usmg the target 
language' , ; 
3. Enabling learners' 'to convert their thoughts to an oral message within the range 
of the material they have used in the class"; 
4. "Giving the necessary psychological support [by the teacher] to learners to feel 
secure enough to use the foreign language for self-expression"(Teacher's Guide I and 
II, P.71). 
The author also makes suggestions about certain techniques to achieve the above-
mentioned objectives: 
1. Doing repetition drills; 
2. Doing substitution drills; 
3. Doing question and answer drills; 
4. Asking pupils to produce longer stretches of speech in activities such as 
picture description, making a report, giving directions for making or doing 
something; 
5. Making conversations with students; 
6. Asking students to have peer and group conversations; 
7. Story telling and retelling; 
8. Problem solving tasks; 
9. Class discussions. 
Finally, the author concludes the section on speaking activities by giving some advice: 
1. " ... teachers should not expect their students to start to communicate in the 
foreign language too soon" (Teacher'S Guide I and II, P. 71); 
2. Though the teacher needs to insist on accuracy and correct students' errors 
with regard to syntax and pronunciation, as the students become more fluent in 
communication, the teacher's intervention should be reduced to a minimum in 
order not to hamper the flow of communication; 
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3. The teacher should devote a lot of time, energy, and patience to pre-speaking 
activities such as repetition drills and substitution drills; however, the drilling 
should be abandoned as soon as the pupils demonstrate that they can express 
their ideas and communicate in L2. 
In sum, one of the objectives of the EFL course is stated as the acquisition of the 
speaking skill so that that expertise can be used for communicative purposes (Teacher's 
Guide I and II, P 71). 
The Skill of Writing 
In the next section given over to writing in the EFL course, the author reiterates that 
writing is "the most demanding of the foreign skills ... [and] ... should continue, at every 
level, to be developed further"(Teacher's Guide I and II, P. 74). The ultimate objective 
of teaching writing is stated as enabling students to communicate their thoughts and to 
convey messages in written mode though consolidating the mastery of linguistic forms 
(i.e., lexical items and syntactic structures) and mechanics of writing (i.e., alphabets, 
spelling, capitalisation, and punctuation) as an objective at lower levels has not been 
neglected. Since in the lower classes, the objectives of writing are expressed also as 
consolidation of the learning of linguistic forms and the mechanics of writing, the 
teacher is to reasonably correct students' errors whereas at higher levels, since the 
concentration is more on communication, the teacher is to be flexible concerning pupils' 
errors and should give priority to the message and meaning rather than the form. 
Accordingl y, the techniques proposed include asking students to start with sentence 
completion, writing single sentences, proceeding to paragraphs, and finally writing 
compositions; in other words, moving from controlled writing to free writing is the 
procedure suggested by the author. In short, the objectives of writing in EFL classes can 
be summarised and categorised as consolidating linguistic forms and the mechanics of 
writing through controlled writing activities and proceeding to self-expression in written 
words via free writing techniques. 
In a short section entitled 'Integrating Skills', the author stresses that 
notwithstanding the fact that the skills and their objectives have been elaborated upon 
discretely, it is the teacher's responsibility to provide opportunities to practise all the 
skills and to integrate them in every session of the EFL class. Thus, integration of skills 
rather than their separation, according to the author, should be prioritised by the EFL 
teacher so that the skills reinforce and consolidate each other. 
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Three Further Objectives 
The other objectives of the EFL course are stated as teaching and learning pronunciation, 
grammar (syntax), and vocabulary. " ... pronunciation should be an integral part of an 
English teaching program from the early stages, just as the teaching of grammar and 
vocabulary" (Teacher's Guide I and II, P. 80). These objectives will be explained 
respectivel y. 
Pronunciation, Stress, and Intonation 
As far as teaching and learning pronunciation is concerned, the author writes "following 
a communicative goal in language learning and teaching, it is obvious that a lot of 
energy should be devoted to practising and learning the sound system of the language or 
comprehension will be blocked" (Teacher's Guide I and II, P. 80). He also adds that 
"our goal in teaching pronunciation is based on pragmatic concerns; we want our 
students to understand and to be understood" (Teacher's Guide I and II, P. 80). The 
author further pinpoints that 
... for a beginning student, adequate pronunciation will include control of 
the segmental phonemes, statement and question intonation for simple 
utterances, and stresses and rhythm patterns for simple utterances. At 
intermediate and advanced levels pronunciation practice should 
concentrate on the allophonic variants, intonation patterns of complex 
sentences, contrastive stress patterns, and the effective devices by which 
native speakers indicate different feelings and attitudes such as anger, 
hatred, sympathy, etc. (Teacher's Guide I and II, P. 81) 
The author also elaborates on the pronunciation of vowels, consonants, and diphthongs 
as well as the phonetic symbols for the transcription of each. He further explains the 
concepts of stress and intonation. He also points out that one useful way to teach 
phonemes and to train pupils in aural discrimination is the application of minimal pairs 
such as 'thin' and 'tin', and that the sound system is best learnt through imitating the 
teacher or a tape. In this regard, the teacher is to check the performance of his/her pupils 
and give feedback to them. S/he is also to provide students with explanations on the 
differences between the phonological systems of Ll and FL, to apply dictation and 
minimal pairs as check and verification on aural discrimination ability of pupils, and to 
ask students to learn simple poems by heart as these can provide excellent practice on 
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the production of sounds. Furthermore, students having practised the sounds with the 
teacher, the application of tapes as authentic models for imitation is suggested. To sum 
up, the objective of enabling students to understand and to be understood orally, 
according to the author, can be achieved through imitation, repetition, explanation, 
dictation, and listening to authentic tapes. It seems to me that the author mainly 
approaches the domain of audio-lingual method in his elaboration of his preferred 
teaching techniques as far as teaching pronunciation is concerned. 
As for teaching stress as another objective, the author reiterates that like "other 
aspects of pronunciation, the first stage is pure imitation, and repetition of the teacher's 
model in chorus and individually" (Teacher's Guide I and II, P. 93). He also suggests 
the following steps to achieve this objective: 
"1. Repeat whole phrase [e.g., Good MORNing]; 
2. Isolate and repeat stressed syllabus only [e.g., MORN]; 
3. Repeat whole phrase [e.g., Good MORNing]" (Teacher's Guide I and II, P. 
94). 
Thus, learning stress and stress patterns are also considered as other objectives of the 
EFL course. 
A further objective of the EFL course is stated as teaching and learning 
intonation. To achieve this objective, the author suffices to say, "in teaching intonation, 
imitation and extensive repetition of many familiar sentences are essential. Again the use 
of gesture and blackboard will help the teacher indicate the rising or falling pattern" 
(Teacher's Guide I and II, P. 95). Hence, teaching intonation and intonation patterns so 
that pupils can understand EFL and make themselves understood properly is also one of 
the objectives of the course. 
Grammar 
In a section entitled 'Grammar', the author expresses his doubts with regard to teaching 
grammar (syntax) in the following way: " ... the place of grammar in the language 
classroom is currently rather uncertain .... Today, grammar teaching in all its aspects is 
questioned.... These questions [about the nature of grammar and its usefulness] and 
many others have cast doubt on the value of grammar teaching' '(Teacher'S Guide I and 
II, P. 96). He also asserts that any grammar teaching should be integrated with the 
demands of functional and communicative approaches and it should be presented 
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spirally or cyclically (by being periodically reintroduced into new contexts) rather than 
linearly or discretely. Finally he concludes" ... while a grammatical syllabus is in our 
view indispensable, it should no longer be regarded as the sole organising principle of 
curriculum design. To be precise, the grammar syllabus does not stand alone; it must be 
related to other subsystems of language"(Teacher's Guide I and II, P. 101). In short, 
according to the author, grammar teaching will help pupils to achieve grammatical 
competence and thereby to attain proficiency, and consequently, students are to learn 
grammar. 
Having clarified that grammar should be learnt in language classes, the author 
points out that "teachers should try to put whatever grammatical features being taught 
into a meaningful context of practical use so that meaning is completely clear" 
(Teacher's Guide I and II, P. 104). He also emphasises that learners should be practised 
not only in contextual ising (i.e., putting the formal feature into use) but also in 
decontextualising (i.e., extracting or inducing a grammatical rule from its context); thus, 
enabling students both to synthesise and analyse the formal features of English to 
achieve structural accuracy is another objective of EFL classes. To attain this objective, 
the author suggests the sequence of mechanical, meaningful, and communicative drills 
through either an inductive (proceeding from examples to practice and then to rules) or a 
deductive (moving from rules to examples and then to practise) approach which is to be 
selected based on learners' characteristics, namely their age. In sum, structural accuracy, 
as an objective, is to be gained through certain drills, it is asserted. 
Vocabulary 
According to the author, the development of a rich vocabulary is an important objective 
of the EFL classes, and the words which are selected from the reading passages (in the 
EFL textbooks of Iranian high schools) and presented at the beginning of each lesson are 
the key words necessary to grasp the central meaning of the passages (i.e., the criterion 
for word selection), irrespective of their frequency. He further maintains that words 
should be taught and learnt in context, and that another objective is to help learners to 
develop skills in inferring the meaning of words from context (i.e., enabling students to 
guess the meaning of unknown words from the context). To achieve this objective and 
also to assess the extent of this achievement, the author suggests cloze exercise, word-in-
context exercise, context enrichment exercise, and the application of realia (i.e., objects 
and illustrations). In conclusion, the enrichment of pupils' vocabulary through enabling 
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them to guess the meaning of words from context is another objective of the EFL course; 
in other words, memorising lists of words, according to the author, should be avoided, 
and looking up unknown words in the dictionary would be the last resort. Furthermore, 
teaching learners how to apply dictionaries and how to carry out word analysis (i.e., 
familiarising them with prefixes, suffixes, roots, and their meanings) are also the other 
objectives of the EFL course. 
However, the author emphasises that understanding all new lexis properly is only 
a part of the objective of vocabulary learning; the other part deals with enabling students 
to produce the new lexis through adequate practice in using them. The techniques 
suggested by the author include applying word games and puzzles, asking students to 
present synonyms, antonyms, and associated words as well as the use of cloze exercises; 
moreover, composition writing and conversation are also considered other ways of 
activating students' vocabulary. In sum, word meaning recognition and productive use 
of new words are two of the objectives of the EFL course as well. 
In summary, the major objective of the EFL course is stated as the acquisition of 
the communicative competence as well as linguistic competence: " ... the acquisition of 
communicative competence is as necessary for foreign language learners as the 
acquisition of linguistic competence" (Teacher'S Guide I and II, P. 70). In other words, 
obtaining both the ability to communicate and accuracy is considered to be the major 
objective of the EFL course: 
In fact, through great emphasis on the communicative features of 
language and presenting a functional view of language in the classroom, 
the teacher will be able to encourage the students to practice the learned 
items overtime and use them for communicative purposes .... the basic 
question in foreign language classes regarding the role of grammar is not 
whether to teach it but how to teach it .... instead of teaching grammar as 
an abstract system of forms that students must learn to use correctly, we 
should teach grammar as a process of decoding and encoding language, 
because in producing utterances speakers do not start from knowledge of 
how the system works; they start with a thought to communicate. 
(Teacher'S Guide I and II, P. 19) 
This long-term objective (i.e., the acquisition of communicative competence including 
linguistic competence) is to be achieved through certain relatively short-term objectives 
(attainable via particular procedures) present in the Teacher's Guides, and which I have 
categorised by way of summary in the following tables: 
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Acquiring receptive skills Acquiring productive skills 
Acquiring reading skill Acquiring listening skill Acquiring speaking skill Acquiring writing skill 
(understanding reading texts) (understanding the teacher and 
peers) 
Learning how to predict; Learning how to predict; Using learnt materials to speak to Consolidating linguistic forms 
learning how to guess; learning how to guess; others; mastery; 
learning how to extract general learning how to extract general becoming able to participate in consolidating mechanics of 
ideas; ideas; class activities applying L2 orally; writing mastery; 
learning how to extract specific learning how to extract specific converting thoughts to oral learning about coherence and 
information; information; messages; cohesion; 
learning how to make inferences; learning how to make inferences; communicating ideas. communicating thoughts and 
increasing speed of reading; improving speaking and writing expressing oneself through written 
improving pronunciation; ability. words. 
improving intonation; 
improving grammar knowledge; 
improving vocabulary; 
improving speaking and writing 
ability. 
-- --- -- --- -- --- - --- -- -------
Table 5.1: EFL course objectives regarding four language skills 
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Pronunciation 





learning phonetic symbols; 
learning stress and stress 
patterns; 
learning intonation and 
intonation patterns; 
becoming able in both 
discrimination 
(recognition) and 




through becoming able to 
contextualise and 
decontextualise certain 
formal features of L2. 
Vocabulary 
Development of a rich 
vocabulary through 
enabling students to infer 
the meaning of words from 
the context; 
enabling students to apply 
dictionary; 
enabling students to carry 
out word analysis; 
enabling students in both 
recognition of word 
meanings and production 
of lexis. 
Table 5.2: EFL course objectives regarding certain sub-skills 
Analysis and Interpretation of the Course Objectives 
The 'categorical aggregation' (Stake 1995, 74) of the objectives present in the Teacher's 
Guides depicts a view that communicative competence, according to the author, can be 
achieved through acquiring how to understand spoken and written words as well as how 
to express oneself in spoken and written modes. However, what seems to be 
marginalised in the objectives expressed in the Teacher's Guides is the acquisition of 
social and cultural aspects of language, i.e., socio-cultural competence. In this regard, I 
suggest that two points are noteworthy: First, learning a foreign language without the 
acquisition of the socio-cultural aspects of that language, I suggest, is a restricted and 
'reductionist' model of literacy which hardly seems to lead to a discourse-sensitive 
communicative competence; a communicative competence which is responsive to the 
socio-cultural discourses of L2. As Byram (1989) points out "foreign language teaching 
[and learning] is ... an emancipation from the confines of one's native habitat and culture; 
the current emphasis on language teaching as skill training is apt to lose that from 
sight"(Byram 1989, vii). In the same way, Williams (1994) underscores the role of 
socio-culturallearning in FL education: "The learning of a foreign language involves far 
more than simply learning skills, or a system of rules, or a grammar; it involves ... the 
adoption of new social and cultural behaviours and ways of being ... " (Williams 
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1994,77). Likewise, Lewis (1999) endorses the importance of cultural learning by 
maintaining that it is not useful, interesting, nor efficient to learn a foreign language 
without knowing the foreign language's culture and how to behave when talking in L2. 
Similarly, Hinkel (1999) contends that a foreign language can rarely be learnt or taught 
without attending to the socio-cultural aspects of the community in which the foreign 
language is used because, according to Hinkel, lack of L2 socio-cultural knowledge 
would lead to inappropriate language behaviours, socio-pragmatic failures, and 
breakdowns in communication. Whatever the reason is for the exclusion of socio-
cultural competence from the course objectives, it seems to be against the suggestions of 
foreign language educationists regarding the significance of the improvement of the 
socio-cultural competence in foreign language education (e.g., Lado 1957, Byram 1989, 
Zarate 1991, Kramsch 1991, Tomalin & Stempleski 1993, Kramsch 1993, Brown 1994, 
Byram & Morgan 1994, Zarate 1995, Roberts 1998, Hinkel 1999, Cortazzi & Jin 1999, 
Lewis 1999, Pachler 1999 a, Brown 2000, Chambers 2001, Dornyei 2001, Pachler 2000, 
Roberts et al. 2001, Pachler and Field 2001, Breen 2002). 
Second, although the author of the Teacher's Guides occasionally attempts to 
adopt an integrative approach to the elaboration of the objectives of the EFL course in 
Iranian high schools, he puts the burden of such integration on the shoulder of EFL 
teachers (Teacher'S Guide I and II, p. 79) and in fact, I would suggest, he seems to apply 
a 'study skills' approach to the illustration of the course objectives and communicative 
competence rather than having recourse to an 'ideological' model (i.e., a broader 
perspective on language, communication, and communicative competence) of what 
Ethnography of Communication tradition elaborated and expounded as communicative 
competence (Street 1984, Dubin 1989, Lea and Street 1998, Lea and Street 1999). 
Further to the above, another important component part of the concept of 
communicative competence which is marginalised in the objectives of the course is 
strategic competence, i.e., the ability to compensate for breakdowns in communication 
as well as enhancing the effectiveness of communication by applying different verbal 
and non-verbal strategies (e.g., by paraphrasing and/or by gestures and body 
movements). Lack of reference in the Teacher's Guidebooks to the acquisition of 
strategic competence seems to intensify the reductionist model of literacy. In addition, 
according to Harris et al. (2001), overlooking the enhancement of strategic competence 
can greatly obstruct the pupil's independence in language use. In sum, since two 
considerable components of communicative competence, namely socio-cultural 
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competence and strategic competence, appear to be marginalised in the objectives of the 
EFL course and in the textbooks (see Chapter Eight), it seems hard, I would suggest, if 
not impossible, to develop a discourse-sensitive communicative competence in the EFL 
classes of Iranian high schools. My observations (see Chapter Six) and my experience as 
both learner and teacher as well as teacher trainer reveal that EFL teaching activities are 
mostly oriented towards covering the textbook (i.e., they are task-oriented) which seems 
to marginalise those two components of the communicative competence. EFL teaching 
and learning activities are also influenced by the washback effects of the EFL 
examinations which seem not to make any attempt to assess the L2 socio-cultural 
competence of pupils (see Chapter Nine). 
To further demonstrate that the authors of the EFL textbooks of Iranian high 
schools have adopted an 'atomised, study skills' (Lea and Street 1999) approach to 
language and to the expression of course objectives, I consider it necessary to draw the 
readers' attention to the first page of the first grade high school EFL textbook which 
elaborates on the objectives of each section in each lesson of the textbooks: The authors 
maintain that each lesson is divided into seven sections. The objective of section A (New 
Words) is to familiarise students with the new words of the reading passage and their 
meanings. This is to be done in sentences without the application of L1 (Farsi). The 
objective of section B (Reading Passage) and C (Comprehension) is to teach reading and 
reading comprehension to the students. In these sections, translation into L1, according 
to the authors, should be avoided because teaching translation is not the objective of 
these sections. Section D (Speak Out) and section E (Write It Down) are to be applied 
for teaching grammar (syntax). The exercises of these two sections include repetition, 
substitution, transformation, and production drills. As it can be seen, the procedures 
recommended by the authors for teaching grammar follow a kind of practice-production 
approach to language teaching and learning mainly based on audio-lingual drills. 
Furthermore, the authors explain that teaching grammar is not an end but a means to 
reach the end, i.e., to speak, write, and read correctly. It goes without saying that the 
'choices' made by the authors in presenting grammar exercises and their assumptions 
and presuppositions about accuracy and language learning can reveal their 'ideologies' 
(Luke 1988, Dendrinos 1992) about language and language learning: that language is 
learnt through the process of habit formation via practice-production procedures and that 
language skills can not be achieved unless accuracy is well established. The next section 
is section F (Language Functions) which aims at learning the language functions through 
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role-play. The objective of section G (Pronunciation Practice), according to the authors, 
is to teach students the correct pronunciation of sounds, words, and sentences. The 
authors suggest the application of repetition technique to teach pronunciation. The 
objective of section H (Vocabulary Review) and I (Vocabulary) is to review the new 
words of the lesson to reinforce students' lexical learning. As it can be seen, each lesson 
is divided into certain sections and each section into subsections which try to teach a 
specific skill or sub-skill to the students. The following table tries to further depict and 
categorise the objectives of each section in each lesson: 
Learning Learning Learning vocabulary Learning reading Learning grammar 
functions pronunciatio 
Section Section Section Section 
Section H Section I Section C Section F Section G 
A B D E 
New Vocabulary Speak Write It Language Pronunciatio 
Vocabulary Reading Comprehension 
Words Review Out Down Functions Practice 
Table 5.3: Objectives of each section in each lesson in high school EFL textbooks 
Thus, it might be suggested, according to the above table, that the intention of the 
authors is to teach language atomistically in the hope that the sum of the parts would 
lead to the whole or that the teacher would bring about such integration. Integration of 
skills rather than their separation, according to the authors, should be prioritised by the 
EFL teacher so that the skills reinforce and consolidate each other. In other words, there 
seems to exist a point of tension, as far as language integration is concerned, which is 
shifted onto the teacher's shoulder. Moreover, the 'ideal' of practice-production 
approach seems to suggest that practice-production, according to the authors, is a 
suitable way in FL education. However, since working on structural accuracy seems to 
have failed to enable a considerable number of students in my country to communicate, I 
doubt whether accuracy could lead to the ability to communicate (Krashen 1985, 
Krashen 1989), whether a discrete approach to language and language teaching (i.e., 
'itemisation of skills') would culminate in the integration of skills (Widdowson 1978, 
Widdowson 1983, Brown 2001, Breen 2002) as the whole is larger than the sum of its 
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parts, and whether practice-production is a suitable way to language learning (Skehan 
1996, Harmer 2001) as the former seems linear whilst the latter is spiral. 
Further to the above, in the statement of the course objectives, enabling learners 
to participate in class activities is required. The course objectives also suggest certain 
open-ended activities in order to enhance learners' participation. These objectives seem 
to be in line with the recent trends in learning theory (see the section on Vygotskian 
learning theory in Chapter Three). However, there are also a number of activities 
suggested to achieve this objective (i.e., enabling learners to participate in class 
activities) which is of the type of rote learning. Rote learning activities, e.g. repetition, 
substitution, and transformation drills, do not seem to invite learners into the process of 
real participation through which they would co-produce contextually meaningful chunks 
of language. As Harris et al. (2001) and Grenfell and Harris (1999) maintain, rote 
learning activities are unengaging for pupils and cause passive language manipulation 
rather than active language production. In other words, I am arguing that enabling 
learners to participate in class activities is different from 'procedural display' (Bloome et 
al. 1989, 265) which is a kind of pretence at helping and inviting students to participate 
in class activities. In sum, I contend rote learning activities do not seem to invite the 
learner into the process of participation in communication. 
Finally, though the course objectives require teaching certain strategies involved 
in receptive skills (e.g., skimming, scanning, word meaning guessing, and prediction), 
they do not seem to ask for training students on strategies dealing with productive skills 
(e.g., checking and assessing written work, using filler words and phrases, and applying 
all-purpose words). Strategy development, according to Harris (2002), Harris et al. 
(2001), and Grenfell and Harris (1999), can help learners to improve their language 
abilities while lack of strategy training can contribute to the underachievement of 
learners. Moreover, training students on strategies dealing with productive skills are 
marginalised not only in the statement of the course objectives but also in the textbooks 
(see Chapter Eight) and in-class activities (see Chapters Six and Seven). Hence, one of 
the likely reasons contributing to students' underachievement in their productive skills 
can be attributed to the issue that the course objectives, the textbooks, and the in-class 
activities seem to have marginalised strategy instruction beneficial to productive skills of 
the learners. 
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Summary and Conclusion 
This chapter centred on description, analysis, and interpretation of EFL course 
objectives in Iranian high schools as formulated in the Teacher's Guidebooks. Through 
this analysis, I argued that a 'reductionist, study-skills, atomised' model of language has 
been applied in the statement of the course objectives. The socio-cultural and strategic 
aspects of the language have been marginalised, and further focus seems to be on the 
enhancement of linguistic competence. Language is also disintegrated into certain skills, 
and the skills are further itemised into certain sub-skills. I also argued that the course 
objectives seem to have paid lip service to the integration of language skills as the 
course objectives are virtually stated in terms of certain skills and sub-skills. I also 
asserted that though inviting students into participation in class activities, as one of the 
course objectives, and asking for open-ended activities seem to be in line with the recent 
approaches to learning, certain of the processes suggested to achieve that objective look 
like procedural display which does not seem to invite students into real participation. 
To further explore the other components of the EFL curriculum in Iranian high 
schools, the next chapter is given over to the observations I have carried out in a high 
school in Iran to further probe into the EFL practices and processes in that high school in 
an attempt to explore tentative answers to a couple of my research questions. Those 
research questions address the inter-relationships between the EFL curriculum 





In the previous chapter, I made an attempt to provide an interpretive description of the 
objectives of the curriculum under investigation. I asserted that in the statement of the 
course objectives the concept of communicative competence seems to have been 
reduced to the concept of linguistic competence through the marginalisation of the socio-
cultural and strategic aspects of language. Further, I argued that since the concept of 
communicative competence is disintegrated into skills and certain sub-skills, it seems 
that lip service has been paid to the integration of language skills. I also discussed that 
though inviting learners into participation in class activities seems to be in line with the 
new approaches to learning, certain of the suggested activities do not appear to virtually 
invite the learner into real participation as they are closed-ended. 
The above analysis and interpretation were done in terms of the EFL curriculum 
evaluation model I presented in Chapter Two. Given that model, the next step in my 
evaluation process is to probe into the in-class teaching and learning activities and 
processes. Accordingly, the present chapter is given over to a part of my fieldwork (i.e., 
only the observations) in an attempt to seek certain tentative answers to certain parts of 
my research questions. As a result, this chapter is arranged as follows: introduction, 
restatement of the research questions, research method, description of the field and data, 
anal ysis of data, interpretation of data, summary and conclusion. Through the 
exploration of my classroom observation data, I have revealed that there is only 'partial 
harmony' (Halilou 1993, 152) between the course objectives stated in the Teacher's 
Guidebooks and what goes on inside the high school EFL classrooms I observed. 
Further, I have shown that the unintended activities and processes predominate in the 
classrooms. 
Restatement of the Research Questions 
In Chapter Four, four research questions were put forward, two of which were as 
follows: 
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1. What are the relations between 'a', 'b', and 'c' in Iranian high schools? ('a' 
refers to the course objectives, 'b' to the course content which comprises (i) the 
textbook content as well as (ii) in-class teaching and learning activities and 
processes, and 'c' to the examination content.)8 
2. To what extent are in-class teaching and learning activities and processes 
intended (i.e., matching course objectives) and unintended (i.e., mismatching 
course objectives and/or not mentioned in course objectives)? 
To explore tentative answers to the above-mentioned questions, observations of certain 
EFL classes were suggested in Chapters Two and Four. 
Research Method 
The ethnographic technique of non-participant observation was applied to collect data. I 
took part in the EFL classes of a high school (three classes of grade one for ten sessions, 
three classes of grade two for ten sessions, and three classes of grade three for ten 
sessions) for one month. The following presents the timetable of class observations: 
~ I I I II II II III III Observation 
31 17 19 18 19 1 6 18 
First 
Oct Oct Oct Oct Oct Nov Nov Oct 
5 22 23 22 9 2 11 24 
Second 
Nov Oct Oct Oct Nov Nov Nov Oct 
7 31 4 30 14 15 13 5 
Third 





- - Nov Nov 
Table 6.1: Class observations timetable 











I have sought to make sense of these observations of the case by watching as 
closely as I could and by thinking about it as deeply as I could, and in this way, I have 
made an attempt to present a fairly 'thick description' (Geertz 1973, 6) of the EFL 
ecology (i.e., EFL context of situation) in an Iranian high school. Different classes 
taught by different teachers at different times were observed to establish data source 
triangulation. Needless to say, observation is a relatively non-interventionist research 
technique (Cohen et al. 2000) which can provide a rough emic view to the researcher. 
The readers are referred back to the section on ' Overview of the Case' in Chapter Four 
to find out why I chose the would-be-described high school for my fieldwork. However, 
the key features are accessibility, tellingness, illuminativeness, and time constraints. 
Description of the Field 
To describe the field of my research in order to afford my readers a closer and more 
vivid experience and picture of my fieldwork, I have made an attempt to present the 
following account in a 'spiralling manner' (Wright 2000, 10) or 'funnel approach' (Agar 
1996, 141; Agar 1980, 136) moving from larger units to smaller ones: Iran, Esfahan, 
high school, and classes. 
Iran 
Iran, whose capital is Tehran, is a country located in the southeast of Asia and the 
Middle East, covering an area of 1,650,000 square kilometres. It is bounded on the north 
by Turkmenistan, Azarbaiedan, Armenia, and the Caspian Sea, and on the south by the 
Persian Gulf and the Oman Sea. It is bordered by Afghanistan and Pakistan on the east 
and by Turkey and Iraq on the west. The land borders of Iran exceed 6,000 kilometres 
which will total 8,700 kilometres if we include the sea borders. Among the countries 
located in the Middle East, only Saudi Arabia and Libya are vaster than Iran. The ruling 
system of Iran is the Islamic Republic, and Iranians are mostly Muslims. Iranians are 
ethnicall y Aryans though there are certain ethnic minorities such as Turks, Kurds, Lors, 
Baluchs, and Arabs living mostly at the borders. The official, educational, native 
language of the country is Farsi in which almost all Iranians can speak. The other 
languages of the country mostly spoken at the borders by the ethnic minorities are 
Turkish, Kurdish, Lori, Baluchi, and Arabic. English is learnt in all intermediate schools, 
high schools, and universities of the country as a foreign language; it is considered a 
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foreign language because all students have a language in common (i.e., Farsi) and their 
major exposure to the English language is generally restricted to the time spent in the 
classroom (Kecskes and Papp 2000, Brown 2001). 
Two of the most important mountain chains in Iran are Alborz and Zagros. 
Alborz, located in the northern part of Iran, is 600 kilometres long and its highest peak is 
Damavand whose altitude is 5,610 meters and is the highest peak in the country. Zagros, 
located in the western and southwestern parts of Iran, is 1,350 kilometres long and its 
highest peak is Alvand. Since Iran is located in the mild area of the north hemisphere, it 
is supposed to have a mild climate, but because of the other geographical factors, the 
central and southern parts of Iran have a warm climate. Two of the most important 
deserts of Iran are Loot in the southeast and Kavir in the centre. About 2/3 of the country 
from the border between Iran and Iraq to that of between Iran and Pakistan have arid and 
semi-arid climate with little rain and a long period (about five months a year) of warm 
and dry weather. 
Iran has relatively long coastlines on the north and on the south. The Caspian Sea 
on the north, which is the biggest lake of the world, is located among Iran, 
Turkmenistan, Kazakhstan, Russia, and Azarbaiedan. 350 small and big rivers end in the 
Caspian Sea among which Sefidrood, Aras, Atrak, and Gorgan rivers are the longest; for 
instance, Sefidrood is 800 kilometres long. The rainiest area in Iran is the edge of the 
Caspian Sea where rainfall reaches 2,000 millimetres a year, and hence, is mild and very 
humid and has massive forests covering 1.8,000,000 hectares out of 14,000,000 hectares 
of forests in Iran. The Persian Gulf, which is connected to the Indian Ocean, is located in 
the south of Iran and the longest river in Iran, Karoon, which is 950 kilometres long, 
ends in it. This gulf is important both economically and militarily. 
According to the census carried out in 1996, the population of Iran is about 
60,000,000, 32,000,000 of whom live in cities, 26,100,000 in villages, and 1,200,000 are 
nomads who live around Zagros Mountain Chain. According to the same census, the 
birth rate is 2 percent per year, 56 percent of the population are younger than 20 years of 
age, 75 percent of the people are literate, and the most populated province of the country 
is Tehran Province in each kilometre of which about 370 persons reside. It is also 
remarkable that Iran consists of 28 provinces, 520 cities (most important of which are 
Tehran, Esfahan, Mashad, Tabriz, Shiraz, Ahwaz, and Abadan), and 65000 villages. 
Iran has got 12 percent (about 15,000,000,000,000 cubic meters) of the gas 
resources of the world, and after Russia, occupies the second place in this regard. Iran is 
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also the sixth country in the world and the fourth one in the Middle East as far as oil 
resources are concerned. Iran exports 3.5,000,000 barrels of oil per day, and in this 
regard, it is the second most important country of the world after Saudi Arabia. Iran has 
also got other natural resources including iron mines (containing more than 
3,000,000,000 tons of iron), copper mines, coal mines, lead mines, zinc mines, gold 
mines, uranium mines, limestone mines, and turquoise mines (containing 500,000 tons 
of turquoise). 
The basic industries of Iran include Marvdasht Petrochemical Complex, Razi 
Petrochemical Complex, Abadan Petrochemical Complex, Khark Petrochemical 
Complex, Esfahan Petrochemical Complex, Esfahan Steel Plant, Mobarekeh Steel 
Complex, Ahwaz Steel Complex, Sarcheshmeh Copper Complex, Arak Vehicle 
Manufacturing Factory, and Tabriz Vehicle Manufacturing Factory. The agricultural 
products of Iran include wheat (11,000,000 tons per year), rice (1.5,000,000 tons per 
year), cotton (350,000 tons per year), tea leaves (2,400,000,000 tons per year), citrus 
fruits (650,000 tons per year), pistachio (50,000 tons per year), sugar cane, beet, date, 
apple, and grape. It is noteworthy that 300 tons of caviar is also produced annually. The 
most important handicrafts of Iran include carpets, painted calicoes, needleworks, 
inlaidworks, embroidery, tapestry, and miniature. Esfahan Province is the most 
important producer of handicrafts in Iran. 
In addition to exporting gas and oil, Iran exports certain non-oil products: About 
42 percent on non-oil exports of Iran are given over to carpets, 13.6 percent to date, 11.4 
percent to pistachio, 10 percent to copper and aluminium, 8 percent to caviar, and 15 
percent to other products. 
As was mentioned earlier, one of the most important and populous cities of Iran 
located in the centre of the country is Esfahan. Since my fieldwork was carried out in 
that city, Esfahan would be described to provide the readers with a fairly 'thick 
description' (Geertz 1973, 6) and a 'vicarious experience' (Stake 1995, 85) of the field 
so that they can have a more vivid picture of the setting. 
Esfahan 
Esfahan Province located in the centre of Iran covers an area of 104,650 square 
kilometres. This area consists of a vast plain established because of the longest river of 
the province called Zaiandehrood (which is 350 kilometres long) starting from Zardkooh 
Mount in the west of Esfahan and ending in Gavkhani Marsh located in the south-east of 
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the province. This river crosses Esfahan from west to east and divides the city into 
northern and southern parts. At the both sides of this river, a lot of parks and green 
spaces can be seen. There are also 28 bridges over this river among which Allahverdi 
Khan and Khajoo Bridges are the most famous and Shahrestan Bridge is the oldest one. 
Two of the most famous mountains of Esfahan are Sofeh in the south which is 2 240 , 
meters high and Atashgah in the west which is 1,670 meters high. Generally speaking, 
Esfahan has a dry mild climate with 117 millimetres of rainfall per year. The four 
seasons can be seen distinctly in Esfahan during each year. 
According to the census carried out in 1996, the population of Esfahan province 
is about 4,000,000, 64 percent of whom are urban dwellers. The official, educational, 
native language of the province is Farsi. Almost all Esfahanies are Muslims though some 
Armenians and Jews (about 1.5 of the whole population) live in the city as well. Esfahan 
Province consists of 68 cities and 39 districts. 
Esfahan attracts a lot of tourists from all over the world because of its ancient 
monuments which were built mainly during Seljuk and Safavid Dynasties. These ancient 
monuments include Djama Mosque, Imam Mosque, Sheik Lotfollah Mosque, Ali-Qapoo 
Palace, Chehel-Sotoon Palace, Imam Square, Chaharbagh Seminary, Allahverdi Khan 
Bridge, Khajoo Bridge, Shahrestan Bridge, Shaking Minaret, Wank Church, 
Hashtbehesht Palace, Caesarea Bazaar, Djama Mosque in Naeen, and Fin Garden in 
Kashan. 
The agricultural products of Esfahan include quince, pear, apple, cherry, melon, 
watermelon, muskmelon, potato, tomato, onion, cucumber, pomegranate, carrot, turnip, 
wheat, and vegetables. The handicrafts of Esfahan for which this city is very famous 
include inlaidworks, miniature, painted calicoes, embroidery, tapestry, needleworks, and 
carpets. Esfahan has also got certain mines including lead, zinc, gold, coal, marble, and 
iron mines. The basic industries in Esfahan include Esfahan Steel Plant, Mobarekeh 
Steel Complex, Sepahan Cement Plant, Esfahan Petrochemical Complex, and Esfahan 
Polyacrylic Factory. 
Esfahan seems to be the second important city of Iran in which there are a 
considerable number of universities, high schools, intermediate schools, primary 
schools, and English language schools. My fieldwork was carried out in one of the high 
schools in the centre of that city. 
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High School 
The high school I accomplished my fieldwork in is one of the biggest high schools of 
Esfahan located in the centre of the city in a nice boulevard. Across this high school, 
there is the Head Provincial Department of Education. On the left-hand side of the high 
school, there lies the ancient monument of Hashtbehesht Palace and on its right-hand 
side, Imam Square is located which encompasses Imam Mosque, Sheik Lotfollah 
Mosque, Ali-Qapoo Palace, and Caesarea Bazaar. Close to this high school, the Office 
of the Province Governor General is located. 
The high school was founded in 1918 (i.e., 84 years ago), compnsing 35 
classrooms, 5 offices, 4 laboratories (one physics lab, one chemistry lab, one biology 
lab, and one English language lab), a library (containing 6,500 books), one sports field, 
one lecture hall, and a big examination hall. The whole area of the high school was 
11,000 square meters including 3,900 square meters of building and 1,000 square meters 
of green space. 
1,570 students were studying in that high school (669 students in grade one, 368 
students in grade two, and 533 students in grade three) who, according to the principal 
and vice-principal of the school, mostly belonged to the middle socio-economic class of 
the society. These students were usually between 15 to 18 years old who had already 
been in primary school for five years and for three years in intermediate school. Their 
course of study was mathematics, natural sciences, or humanities. Between 33 to 43 
students were sitting in each classroom. 
When I asked the high school principal about the number of caretakers, office 
staff, vice-principals, teachers and English language teachers of the school, he told me 
there were 5 caretakers, 10 office staff, 4 vice-principals, and 100 teachers among whom 
7 were English language teachers. He also went on saying that these teachers were 
among the well-experienced teachers of the city (their experience stood between 15 to 
20 years of teaching in high schools). The English language teachers of this high school 
all had a BA in TEFL (Teaching English as a Foreign Language). One of these English 
language teachers was functioning as a vice-principal of the very same high school. It 
seems necessary to mention that the English language teachers of Iranian high schools 
are all Iranians. 
High schools in Iran are open for almost 9 months of the year; only during the 
summer holiday, the new year holiday, Fridays and certain official holidays the high 
schools are closed. The high school I performed my fieldwork in was open for almost 9 
115 
months of the year from 8 a. m. to 1.15 p. m. (i.e., 5 hours and 15 minutes a day). During 
each five hours and fifteen minutes, three class sessions were held: the first session 
lasted from 8.15 a. m. to 9.45 a. m., then there was the first break for 15 minutes; the 
second session was held from 10 a.m. to 11.30 a.m., then there was the second break for 
15 minutes; and the last session was from 11.45 a.m. to 1.15 p.m. Almost all the classes 
of the high school seemed to have structures closely akin to one another. 
Classes 
The high school had a rectangular shape on the two widths of which there were 35 
classrooms on two floors. All classrooms had a rectangular structure with a green board 
in the front, a desk and a chair for the teacher next to the green board, and five or six 
rows of desks in each of which there were three desks at which two or three students 
were sitting. All classrooms were in light green colour and well lit through windows and 
by the neons installed on the ceiling of the classrooms. In each class between 33 to 43 
were sitting at the desks, and almost all English language classes seemed teacher-fronted 
in the sense that the teacher was standing in front of the classroom most of the class 
time. The following is an attempt to present a semiotic interpretation of the class 
structure and arrangement: 
Entrance door 
............................ _-----------, 
Front of the Back of the 
classroom classroom 
Figure 6.1: Class structure and arrangement 
To provide the readers with a richer description so that they can have further 
empathy (Schleiermacher 1977) with me as the researcher, I have made an attempt "to 
take readers along on the reconstruction of the first day of the fieldwork, so that others 
[i.e., the readers] are introduced to the setting in much the same way the researcher [i.e., 
I] first met and reacted to it" (Wolcott 1994, 19). 
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Day-in-the-Life 
I arrived in Iran on Monday 16th of October 2000. At 9 p.m. the same day, I called up the 
vice-principal of the high school who was also an English teacher, and I asked if I was 
allowed to take part in the EFL classes of that high school for a period of one month and 
meanwhile to have interviews with the students and the EFL teachers of that high 
school. He received me very warmly on the phone and responded to my request 
affirmatively. Although I was aware that the code of ethics for research specifies the 
need to be open and honest with the researched9, the vice-principal, who was the 
gatekeeper on my way to knowledge, asked me to tell neither the teachers nor the 
students that I was a PhD student and just to tell them that I was a TEFL student so that 
possible stresses and tensions as well as probable changes in routine class activities 
could be reduced. In this way, needless to say, 'reactivity effects' ('the effects of the 
researcher on the researched') (Cohen et al. 2000, 311) could be decreased. lOFinally we 
made an appointment to meet each other at 7.45 a.m. the following morning at the front 
gate of the high school. 
The following morning (Tuesday 1 i h of October) I arrived at the front gate of 
the high school at 7.30 a.m. As I was waiting for the vice-principal, the students were 
gradually arriving some alone, some in groups, some on foot, some on bike, and some 
by their parents' cars. Most of them seemed not to pay attention to me. The weather was 
mild and clean, and the fountains of the boulevard where the school was located were 
jetting out water adding to the beauty of the setting. I met the vice-principal at 7.45 a.m. 
at the school gate. We walked into the school which had a very large yard with a lot of 
tall seemingly old trees. I was led into one of the offices of the school where I was 
9 According to guideline number nine in British Educational Research Association (BERA) Ethical 
Guidelines (1992), "Honesty and openness should characterise the relationship between researchers, 
participants and institutional representatives" (Ethical Guidelines adopted by the BERA at its Annual 
General Meeting on 28 August 1992). 
10 According to BAAL (British Association for Applied Linguistics) Recommendations on Good Practice 
in Applied Linguistics (1994), in contrast to deception, "distraction is generally accepted, and it can be 
illustrated ... in situations of participant observation ... ' , (BALL 1994, 11). Furthermore, these 
recommendations suggest that distraction and covert research are permissible provided that informants 
give their permission for the data to be used when the data have been collected. Immediately after my data 
collection, I told the researched about my research and asked for their permission to use the data, and they 
expressed their consent. In other words, the ethical requirements are fulfilled by checking with 
respondents after the collection of such data (cf. Cameron et al. 1992). Moreover, 'lurking' (Jones 1999, 
61) or 'secret research' (Hammersley 1984, 63) is reasonable in some cases to gain more knowledge 
(Hammersley 1984). Hammersley contends that if "no other means of access is possible, secret research 
can be legitimate" (Hammersley 1984, 63). Had I explicitly informed the researched that I was collecting 
data for evaluation purposes, this would have resulted in serious distortion or redesign of in-class activities 
and processes. According to Hammersley, under such circumstances, "the key issue is the preservation of 
the anonymity of the school" (Hammersley 1984, 63) which I have attempted to fulfil. 
117 
introduced to the principal who received me very warmly. I was also introduced to the 
other three vice-principals who seemed too busy to spend their time on me. We sat in the 
office which had a few black chairs, three desks, and a few lockers. The office was lit by 
a few neons and did not seem a luxurious one. The teachers were gradually arriving and 
sitting on the chairs talking about different issues. They did not seem to pay attention to 
me either because the school had a lot of teachers (100 teachers) and not everybody 
knew one another or because they might have thought I was a newly employed teacher. 
At 8 a.m. the school bell was rung and all students stood in well-ordered queues 
in the yard to perform certain morning ceremony. They listened to a few verses from the 
Holy Quran and then to the Farsi version of the verses. Then all the students prayed 
together. 
At 8.15 a.m. students left the yard for their classrooms. Meanwhile, I was 
introduced to one of the English language teachers of the school to take me to the first 
class to be observed. The vice-principal told the teacher that Mr. Nazari is a TEFL 
student who would like to observe a few EFL classes and to interview a few teachers and 
students to describe the EFL curriculum in an Iranian high school. I attempted to be 
friendly and polite, and the teacher seemed to be relaxed and friendly as well. Then the 
teacher and I went to the first floor of the high school and to classroom No. six, in which 
the students in the third grade of mathematics were sitting, to start my observations. 
During my fieldwork which lasted from Tuesday 1 i h of October 2000 to 
Saturday 18th of November 2000, I managed to take part in 30 EFL classes (each lasting 
an hour and a half) in different grades of high school phase: 10 EFL classes of grade 
one, 10 EFL classes of grade two, and 10 EFL classes of grade three. These different 
grades were being taught at different times (i.e., 8.15 a.m. to 9.45 a.m., 10 a.m. to 11.30 
a.m., or 11.45 a.m. to 1.15 p.m.) and on different weekdays by seven different teachers. 
Recording Observations 
To record my observations, I intended to use a tape recorder in the classes. However, the 
vice-principal of the high school told me that a tape recorder would not only disturb the 
teachers and students, but also might cause them to distort their routine activities. Then I 
recalled a piece of advice given by Sacks: "00. social activities are observable, you can 
see them all around you, and you can write them down. The tape recorder is important, 
but a lot of this can be done without a tape recorder. If you think you can see it, that 
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means we can build an observational study" (Sacks 1992 in Silverman 1997, 52). 
Consequently, I quitted the idea of using a tape recorder to record observational data. I 
made an attempt to apply and follow the recommendations given by Silverman (2000) 
and Cohen et al. (2000). During my observations, I wrote my observation notes in 
shorthand and I did my best to write verbatim whatever I saw and heard in the 
classrooms (Silverman 2000, Cohen et al. 2000). In case I fell behind class activities in 
my note taking, I used to write an aide-memoire, and as soon as the class was over, I 
used to transcribe my aide-memoire into full writing (Cohen et al. 2000). Every five 
minutes I put a time marker beside what I had written so that in my data analysis, I could 
also quantify certain parts of my data. It is also noteworthy that my presence in the field 
did not seem to have a marked impact on teachers' teaching and students' learning 
activities because it seems less likely to change persona for 'one month'; in other words, 
the 'reactivity effects' (Cohen et al. 2000, 311) seemed reduced because of my frequent 
presence and fairly long time of staying with the participants. 
Data Presentation 
To present my observation data, I have made an attempt to apply Wolcott's 'D-A-I 
formula' (D-A-I formula refers to the process of data description, analysis, and 
interpretation) (Wolcott 1994, 50); in other words, I already described the field and I 
would also present three observation notesll (i.e., one from each grade out of my thirty 
observation notes) as another part of my data description. Then I would analyse my data, 
and finally I would interpret my findings. 
Class Observation Data 
According to the D-A-I formula, the first step in presenting qualitative data is the 
description of what is going on in the field (Wolcott 1994). Elaborating on the 
techniques of data description, Wolcott writes, " One way of doing something with data 
in rendering an account is to stay close to the data as originally recorded. The final 
account may draw long excerpts from one's field notes .... The underlying assumption, 
or hope, is that the data "speak for themselves"(Wolcott 1994, 10). Accordingly, three 
of the field notes (i.e., each from one grade) out of thirty field notes of mine have been 
11 One observation note is presented in the following section and two in Appendix C. 
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presented here and in Appendix C as they have originally been recorded in the hope that 
the facts I have observed speak for themselves 12. 
Observation 1 
Time: from 10 a.m. to 11.30 a.m. 
Date: Wednesday 18th October 2000 
Grade: grade 2 in mathematics 
Classroom No: 2 
No. of students: 42 
Teacher's name: Mr A 
I was introduced to the teacher during the first break. I made an attempt to break the ice, 
and he treated me very warmly. When the bell was rung, he led me to his class. The 
class were noisy and the students went noisier when they saw me. They stood up as a 
matter of courtesy as the teacher entered the classroom. I, wearing a smile, sat at a desk 
in the back of the class, and gradually the students calmed down. The students were 
sitting on five rows of desks in each of which there were three desks. Then the teacher 
started teaching. He, in Farsi, said, "Today I'll talk about past perfect tense. Past perfect 
tense refers to an action before another in the past. Now open your notebooks and write 
down" (Emrooz dar morede zaman mazi baeed barayetan sohbat mikonam. Mazi baeed 
be amali eshareh mikonad ke dar goozashteh ghabl az amale digaree anjam shodeh 
bashad. Hala daftaratoon ra baz koonin va benevisin)13. The students opened their 
notebooks and started to write down whatever the teacher was dictating. The teacher, in 
Farsi, continued, "Past perfect tense is an action done in far past and it refers to an 
action before another in the past. For example, he was upset because he had lost his job" 
(Zamane mazi baeed amalist dar gozashteh door va eshareh be amali ghabl az amale 
digaree dar gozashteh mikonad. Masalan, ao narahat bood zira karash ra az dast dade 
bood). The students all were writing down those words of the teacher verbatim. Then the 
teacher wrote, in English, on the board, " He was upset because he had lost his job." 
The students wrote down the example as well. Then the teacher, in Farsi, told the 
students to write down, " The structure of this tense: To make a sentence by using this 
tense, we should use the following formula: Subject+ had+ past participle+ the rest of 
12 I am aware that this statement is open to contestation; i.e., facts do not always speak for themselves, and 
somebody should speak for them by analysis and interpretation (Gillham 2000). 
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the sentence. It means that we use 'had' for all persons"(Sakhtare in zaman: baraye 
sakhtane jomlehi ba in zaman bayesti az in formul estafadeh konim: Fael+ Had+ esme 
mafool+ baghieh jomleh). The students were writing all these Farsi explanations of the 
teacher in their notebooks. 
(10.5 a.m.) The teacher wrote another example on the board (When I arrived, he had 
gone) and he, in Farsi, asked students to copy the example on the board in their 
notebooks. Accordingly, the students copied the English example in their notebooks. 
Then the teacher, in Farsi, asked the students to write down the following phrases, which 
he was writing on the board, in their notebooks as further examples: I had gone- You 
had gone- He had gone- She had gone- It had gone- We had gone- You had gone- They 
had gone. The students were taking notes. In Farsi, he also explained that for making a 
past perfect sentence we use 
(10.10) 'had' and the negative form is 'hadn't' and the question form is, for example, 
'Had I gone?' Then, in Farsi, he told students to write down: Negation and interrogation 
of the past perfect tense: To make a question out of this structure, we put the word 'had' 
at the beginning of the sentence. For instance, 'Had he gone?' (The teacher also wrote 
the examples on the board). And the negative form is 'He hadn't gone' (Halate manfi va 
soalie zamane mazi baeed: baraye sakhtane halite soalali az in sakhtar kalameh 'had' ra 
dar ebtedaye jomle gharar midahim. Masalan 'Had he gone?' va halite manfi mishavad 
'He hadn't gone'). All the students were taking notes in Farsi as the teacher was 
explaining the syntactic structure. The teacher, in Farsi, also told students to write down 
that in order to negate this structure, we use the word 'not' after the word 'had'. Then, in 
Farsi, he said, "If you don't have any 
(10.15) questions about this structure, let's do the exercises in the book in lesson two 
which are relevant to this structure; I mean 'Speaking 1', 'Speaking 2', and 'Speaking 3' 
on pages 21 and 22. " (Agar dar morede in sakhtar soali nadarin, tamrinhaye ketab dares 
do ra ke marboot be in sakhtarst ra anjam midahim; manzoram 'Speaking 1', 'Speaking 
2', va 'Speaking 3' dar safahate bistoyek va bistodo). None of the students asked any 
questions, and they opened their books ready to follow the teacher. The teacher read out 
loud the examples of 'Speaking 1'. The students listened to the teacher because the 
teacher did not ask them to repeat the sentences of 'Speaking l' though the instruction at 
the top of this exercise reads 'Listen and repeat'. Then he moved to 'Speaking 2' and, in 
13 In addition to English, I have used Latin scripts for representing Farsi to present some of my data in 
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Farsi, told the students to pay attention to the example in the book and do the 
substitution drill as it was done in the example. The students did the exercise in tum 
while their books were open; needless to say, the title of the drill was' Speaking' and not 
'reading'. The whole concentration was on form and structure rather than oral aspects of 
language. When the students made a mistake, the teacher used to correct them usually 
reminding them that past participles should be used in past perfect tense. 
(10.20) The process of doing exercise two (i.e., Speaking 2) went on in the same way as 
described above. Then the teacher read out loud the instruction of the next drill (i.e., 
Speaking 3) which was a question- answer drill. Gradually, the students were losing 
their attention and were playing and talking, in Farsi, in the back of the class, and the 
teacher did not seem to care. 'Speaking 3' was also done by students in tum while 
reading the questions from the book and answering them as their books were open. Since 
the students were doing the exercise in tum, it was evident that they were preparing 
themselves to answer in their tum, and that was why they were not making many 
mistakes. Even those few mistakes were corrected by the teacher on the spot. 
(10.25) The students were doing the exercise in their tum, and after their tum, they used 
to return to their Farsi chats about different routines. They were not even paying 
attention to me. Having finished 'Speaking 3', the teacher moved to 'Write It Down l' 
which was a sentence combination exercise and read aloud the instruction and example 
to the students and, in Farsi, asked them to do the exercise in tum. The students did the 
drill orally rather than writing or having it written down and the mistakes were corrected 
by the teacher. 'Writing 2' was done in the same way as 'Writing l' was carried out. 
Then the teacher read aloud the instruction of 'Writing 3' 
(10.30) and translated it into Farsi: For next time, write five English sentences in past 
perfect tense (Baraye jalaseh bad panj jomleh englisi be zaman mazi baeed benevisid). 
The students all wrote the Farsi version of the instruction in their books next to exercise 
three. Then the teacher moved to 'Language Functions' which was on polite requests 
and, in Farsi, said, " 'Would you mind' is used to ask for something politely" ('Would 
you mind' baraye taghazaie moadabaneh bekar miravad). Then he wrote on the board: 
'Would you mind opening the door?' He also asked the students to write down in their 
notebooks that the above form is used for polite requests. He added that we should use 
order for the reader to gain a stronger sense of what goes on inside the classrooms. 
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the 'ing' form of the verb after 'mind'. All students were jotting down what the teacher 
was saymg. 
(10.35) The teacher read aloud a couple of more examples from the book, and the 
students followed him in their books. He also translated the phrase 'not at all' into Farsi 
and also translated all the possible phrasal answers to such a request which were 
mentioned in the book. Then the teacher did all the exercises of 'Language Functions' 
by himself though the exercise required filling a blank by using the phrase 'Would you 
mind' and a simple answer such as 'not at all' which the students seemed to be able to 
accomplish. In other words, there was no role-play to teach and learn the language 
functions. Then the teacher, in Farsi, asked one of the students to read aloud the first 
(10.40) paragraph of the reading passage (i.e., Washoe And The Puzzles). One of the 
students sitting next to me told me that the teacher had read the passage to them last 
session and also translated it into Farsi. Finishing reading aloud the first paragraph, the 
student was asked to write the answer to the first question of the comprehension 
questions, which according to the instruction at the top of the exercise was to be done 
'orally', on the board. While the student was writing the answer on the board, other 
students were copying that answer into their notebooks. Then the teacher, in English, 
asked the student for a synonym for the word 'keep on', 
(10.45) but the student failed to answer. The teacher asked the class for the synonym, but 
nobody answered. Then the teacher said 'continue'. Then the teacher, in a notebook he 
had with him, gave the reader a grade. Mterwards, he, in Farsi, asked another student to 
read aloud the second paragraph and to write on the board the answer to the second 
question of comprehension questions. The student performed the activity, and other 
students copied what he wrote on the board in their books. Then the teacher, in English, 
asked the reader for a synonym for the word 'give back', but the student could not 
answer and the teacher himself said, "It means 'return'." Then he, in Farsi, asked the 
reader to make an English sentence with the phrase 'keep on', 
(10.50) the reader failed and I suppose he received a negative mark. The teacher, in 
Farsi, asked another student to read aloud the third paragraph of the reading text and to 
write the answer to the third question of the comprehension questions on the board. This 
student could not read the paragraph correctly, and consequently, the teacher asked him 
to sit down and put a negative mark for him. This process of reading the passage 
paragraph-by-paragraph, writing the answers to comprehension questions on the board, 
and copying the answers by other students went on. 
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(10.55) The above process was going on. The students seemed to have a considerable 
amount of pronunciation difficulties while reading the text; they also failed a lot of times 
to write, on the board, the correct answers to the comprehension questions. 
(11) When the activities of reading the passage and writing the answers to oral 
comprehension questions were finished, the teacher moved to 'True-False Items' and, in 
Farsi, asked the students to follow him in their books. True-false items were all read out , 
translated into Farsi, and answered by the teacher himself. The students were copying in 
their books the answers 
(11.5) the teacher was giving to the items. Once in a while, the students asked the 
teacher to repeat the translation or reanswer the item, and the teacher performed what 
they had wanted. Afterwards, the teacher, in Farsi, asked one of the students to read out 
multiple-choice comprehension questions and answer them. While the student was 
reading the multiple-choice questions, though he had a lot of pronunciation mistakes, the 
teacher did not correct them. Corrections were done just when the student answered the 
items wrongly. 
(11.10) The rest of the students were listening and ticking the correct alternatives in their 
books as the reader was giving the answers. When the multiple-choice questions were 
finished, the teacher, in Farsi, asked the reader of the questions to make a sentence with 
the word 'give back'. The student wrongly said, "I am give back." The teacher 
corrected him by saying, "I give back the book." 1 assume the student 
(11.15) was scored negatively. The teacher moved to the fill-in-the-blank vocabulary 
exercise on page 26 and he himself read the items and answered them, and the students 
copied into the blanks the words the teacher said. Then he, in Farsi, asked one of the 
students to do the same exercise again, and the student performed the activity. Then the 
teacher moved to 'Pronunciation Practice' and, in Farsi, said, "The vowel /u:1 is a 
lengthy sound and the colon next to this sound shows that it 
(11.20) is lengthy. For the next session, write ten words containing lu:/ out of a 
dictionary in your notebooks as homework" (Vowele lu:/ ie sote bolande va do noghteh 
baghale oon neshoon mide ke in sot bolande. Baraye jalaseh bad dah kalameh az 
dictionary ke daraye sote lu:/ bashe be envane taklif benevisin). He, then, moved to the 
vocabulary list at the end of the lesson and gave the Farsi meanings of the words to the 
students and asked the students to memorise them: 
according to: bar tebghe 
banana: moz 
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bill: soorat hesab 
cage: ghafas 
The students were writing the Farsi equivalents down in their books in front of the 
English words. 
(11.25) The teacher, in Farsi, asked the students to make sentences with some of the 
words in the vocabulary list. For the word 'language lab', one of the students said, "I 
jumped language lab", and the teacher corrected him by saying, "I jumped into the 
language lab". For the word 'puzzle', another student said, "I puzzle home" and the 
teacher corrected him by saying, "I have puzzles at home". There was neither any use 
of dictionary nor any conversations in English to apply the words. It was noteworthy that 
none of the students had any dictionaries with them though learning to use dictionaries 
was one of the course objectives. Then, the school bell was rung and we left the class. 
While leaving the classroom, I thanked the teacher for letting me attend his class. 
Having presented my data, I will now embark on the second step in rendering my 
account; i.e., data analysis. 
Data Analysis 
In the previous section, I made an attempt to describe what I saw and heard in the classes 
as faithfully as possible. After description, according to Wolcott's 'D-A-I formula' 
(Wolcott 1994, 50), the researcher is to analyse his/her data. Defining data analysis, 
Wolcott writes: 
Analysis addresses the identification of essential features and the 
systematic description of interrelationships among them_in short, how 
things work. In terms of stated objectives, analysis also may be employed 
evaluatively to address questions of why a system is not working or how 
it might be made to work' 'better". (Wolcott 1994, 12) 
To analyse my observations, I, first, highlighted on my field notes the in-class 
activities and processes which accorded or disharmonised with the course objectives14 as 
well as the other layers of class discourse such as the tutor-student and student-student 
14 Highlighting has deliberately been avoided on the observation sample already described as this process 
is presented in Appendix C. 
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relationships. Then I gave certain labels to the features I had found. These labels include 
'use of L1', 'use of FL', 'teaching syntax', 'translation', 'memorisation', 
'contextualisation', 'contextlessness', 'deviation', 'teacher initiation', 'students 
following', 'homework', 'form', 'function', 'role-play', 'lack of role-play', 'students' 
underachievement', 'teacher frontedness', 'lack of students' involvement', 'forgetting', 
'lack of conversation', 'lack of communication', 'no use of dictionary', 'grammar-
translation technique', 'audio-lingual technique', 'explanation', 'practice', 'production', 
'structural accuracy-oriented activity', 'fluency-oriented activity', 'reading', 'writing', 
'speaking', 'listening', 'no integration', 'communication-oriented activity', 'teacher-
centeredness', 'assessment', etc. I arrived at these labels through literature review, a 
survey of the course objectives, and my experiential knowledge. Finally, I categorised 
the above labels ascribed to different parts of my observation data. The categorical 
aggregations of the labels seem to suggest that: 
• Class activities and processes are highly grammar-oriented (i.e., structural 
accuracy-oriented). In other words, a great many of class activities are oriented 
towards teaching and learning syntax. 
• Few activities and processes are communication-oriented (i.e., role-plays, 
information-gap activities, pair and group work, language games). 
• Grammar-translation is the method most applied. Theses 201/110, 18792, 1999 
and 201/138, 06725, 1996 conducted in Iran endorse this finding. 
• Once in a while, the audio-lingual techniques (i.e., repetition and substitution 
drills) are utilised to teach or practise the material. See page 386 as an example. 
• The Farsi equivalents of the vocabulary lists are provided to the students (see 
page 372 as an example). In a few classes, the English synonyms of the 
vocabulary lists are also provided to the students. It is remarkable that thesis 
201/138, 06725, 1996 conducted in Iran has proved that teaching vocabulary to 
Iranian students by applying the direct method (i.e., without translation) 
provides better results. 
• Vocabulary list teaching is done out of context and without the application of 
conversation or communication. See pages 372 and 379 as an example. 
• Memorisation of vocabulary items, irregular verbs, and grammar rules IS 
required in the classes. See pages 379 and 380 as an example. 





Speaking activities are restricted to doing 'Speak Out' exercises in the book 
(i.e., repetition and substitution drills) and do not transcend controlled speaking 
(i.e. practice) to get into free speaking (i.e., creative production) (201/133, 
07824, 1996). 
Listening activities are restricted to dictation, repetition drills, substitution drills, 
short speaking by the teacher, and a few questions out of stories or reading 
passages (see page 381 as an example). No audio-visual aids are applied to 
enhance the listening ability of the students. 
Reading activities are restricted to reading the textbook passages. In most of the 
classes, reading aloud and translation of the textbook passages are worked on 
(see pages 377 and 378 as an example) though in a few classes silent reading is 
also practised. There is no extensive reading, and the whole reading activities 
are intensive. Reading passages are rarely utilised for listening activities in any 
of the classes though they are used for asking students direct, non-inferential 
questions while their books are open and they are allowed to look at the passage 
(see page 379 as an example) (I doubt if this could be called improving the 
aural/oral skills of the students because they are allowed to look at the text to 
answer the questions). Reading texts are not utilised for improving the writing 
ability of the students except asking the students to write the answers, in a few 
classes, to oral comprehension questions rather than doing those exercises orally 
(see page 368 as an example); this is what I have labelled a deviation from what 
the exercise instructions require. It is remarkable that thesis 201/138, 06725, 
1996 carried out in Iran has proved that teaching the reading texts to Iranian 
students by applying the direct method (i.e., without translation) provides better 
results. 
• Writing is confined to the 'Write It Down' exercises in the textbooks. In other 
words, writing activities do not enter the realm of free writing. In addition, 
writing exercises are sometimes changed into oral activities (i.e., deviation from 
the instructions at the top of the writing exercises) (see page 367 as an example). 
Furthermore, in none of the classes do writing activities transcend sentential 
level, and hence, there are not any attempts to enhance textual competence of 







Pronunciation is restricted to description, repetition and reading aloud activities. 
In other words, pronunciation learning hardly transcends practice to get into free 
production activities. See page 371 as an example. 
Functions are taught and learnt through the process of memorisation rather than 
role-playing. Even while teaching functions, the focus is usually on the fonn 
(see pages 367 and 368 as an example). I could not detect any integration of 
language functions into other class activities. 
In no classes is there integration of the four language skills in a single session. 
The teachers follow (i.e., teach) the materials in the textbooks. 
Supplementary materials are used in few classes for short periods (i.e., almost 
ten minutes); these supplementary materials are of two types: stories read aloud 
by the teacher as listening comprehension, and grammar and vocabulary tests 
matched with the grammar and vocabulary sections in the textbooks. See page 
381 as an example. 
• None of the activities and processes is given over to teaching and learning socio-
cultural aspects of the English language. 
• Few activities and processes are given over to teaching and learning the strategic 
competence of the English language. 
• In none of the classes are realia utilised to enhance teaching and learning 
activities (201/135, 07627, 1996; 201/141, 06676, 1996; 201/ 144, 05922, 1996; 
201/147, 04880, 1996; 201/154, 03134, 1996). 
• In none of the classes are audio-visual aids applied (201/135, 07627, 1996; 
201/141, 06676, 1996; 201/ 144, 05922, 1996; 201/147, 04880, 1996; 201/154, 
03134, 1996). 
• Assessment is done mostly on the accuracy-oriented activities through reading 
aloud, translation, controlled writing, spelling, dictation, and vocabulary 
memorisation (201/ 135, 07627, 1996). See page 377 as an example. 
• Dictation, as a means of teaching and assessment, is mostly done by reading 
isolated sentences and isolated words, rather than coherent chunks of language, 
to the students. See page 374 as an example. 
• There is a considerable amount of deviation from the instructions at the top of 
the exercises; for instance, doing reading instead of speaking, doing writing 











substitution drills, and doing oral activities instead of writing. See page 388 as 
an example. 
Most of the in-class teaching and learning activities and processes are oriented 
towards imparting merely the linguistic competence to the learner. 
Homework is directed towards doing the exercises in the textbooks at home and 
mostly accuracy-oriented. See page 367 as an example. 
Dictionaries are utilised in none of the classes. 
Most of communication (between the teacher and the students and among 
students) is in L1 (see page 374). 
The students' non-task talks are in L1 (see page 366 as an example). 
The language of teaching is mostly L1 (201/141, 06676, 1996; 201/154, 03134, 
1996) (see page 375). 
Only few students switch into English; this happens only when the teacher 
switches into English or asks the students to do so. See page 385 as an example. 
Most of the students have underachieved in language abilities especially oral 
communication. Thesis 201/110, 18792, 1996 conducted in Iran endorses this 
finding. 
In-class activities are hardly given over to learning and communication strategy 
instructions required for productive skills of speaking and writing as well as the 
receptive skill of listening. 
• Most of the students do not seem involved in a considerable number of 
activities. In other words, EFL education is one-way from the side of the teacher 
to that of the students. See page 389 as an example. 
• Classes are teacher-fronted in the sense that the teacher stands in front of the 
class endeavouring to control and manage the class and to run all class activities. 
Activities are teacher-initiated in the sense that the teacher starts the activity or 
asks the students to start it. See page 365 as an example. 
• Classes are teacher-centred in the sense that the structures of the lessons in the 
classes are a kind of presentation-practice carried out by the teacher. See page 
364 as an example. 
• The sequence of 'teacher initiation, student response, and teacher evaluation or 
comment (IRE)' (Cazden 1988) is one of the common class processes. See page 





Classes are 'teacher-led' (Cazden 1988) in the sense that it is the teacher who 
controls both the development of the lesson and, to a considerable extent, who 
gets tum to talk. See page 387 as an example. 
Class activities and processes are 'autocratic' (Rea-Dickins and Germaine 
1992) in the sense that the teacher is dominant and the students are his 
followers. See page 363 as an example. 
Teaching and learning activities and processes are 'task-oriented' (Rea-Dickins 
and Germaine 1992) in the sense that they are mostly directed towards covering 
the textbooks. 
In sum, the categorical aggregations of the features found in the thirty observations 
seem to have yielded certain insights (as mentioned above) into the processes and 
activities going on in the EFL classrooms of an Iranian high school. Moreover, the above 
findings seem to illuminate the complexity of certain aspects of the object under 
investigation (i.e., the EFL curriculum in an Iranian high school) and thereby leading me 
to certain answers to a couple of my research questions. This allows for the topic of the 
next section to be entitled 'Interpretation'. 
Interpretation 
In the previous section, I made an effort to go "beyond a purely descriptive account with 
an analysis that proceed [ed] in some careful, systematic way to identify key factors and 
relationships among them"(Wolcott 1994, 10). In the present section, I will make an 
attempt to transcend the data analysis step in order to embark on the third phase of D-A-I 
formula; i.e., interpretation of the data. According to Wolcott, "interpretation addresses 
processual questions of meanings and context: "How does it all mean?" "What is to be 
made of it all?"" (Wolcott 1994, 12). The goal of interpretation is "to make sense of 
what goes on, to reach out for understanding or explanation beyond the limits of what 
can be explained with the degree of certainty usually associated with analysis" (Wolcott 
1994, 10). 
According to what 'I witnessed' (Geertz 1988, pp.73-101) in the EFL 
classrooms, there seems to be only partial harmony between the course objectives 
(summarised in tables 5.1, 5.2, and 5.3) and the in-class teaching and learning activities 
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and processes15 • Harmony is seen mostly between the closed-ended activities suggested 
by the course objectives and the closed-ended activities performed in the classes. 
Furthermore, as the course objectives ask for the attention to syntactic structure of the 
language, a considerable number of class activities are structural accuracy-oriented. 
Moreover, reading aloud is carried out in all classes as this is one of the activities 
required by the course objectives. In addition, pronunciation is worked on in some of the 
classes through repetitions, minimal pairs, and the use of the blackboard as the course 
objectives have instructed. Nonetheless, there is considerable disharmony between the 
course objectives and what goes on inside the classrooms. For instance, whereas the 
course objectives state that while teaching the reading texts, translation should be 
avoided, in most of the classes, translation is a means of teaching (particularly teaching 
reading) and assessment. It is noteworthy that the findings of other researchers show that 
teaching the reading texts to Iranian students by applying the direct method (i.e., without 
translation) leads to better results (201/138, 06725, 1996). As another example, whilst 
integration of language skills is to be done in the classrooms, I did not witness such 
integration; furthermore, it seems that teachers do not pay equal attention to all four 
language skills (201/141, 06676, 1996) but spend most of the class time on teaching and 
learning syntax, vocabulary, and reading texts translation. As regards the significance of 
integration of language skills, Pachler and Field (2001) write: 
Although the skills of listening, speaking, reading, and writing can be developed 
independently of each other this is not advisable as pupils must understand the 
need to integrate skills in order to be able to communicate effectively. Not to work 
towards the integration of skills poses the risk of producing 'walking phrase 
books' incapable of using language spontaneously and of generating their own 
language in response to stimuli. (Pachler and Field 2001, 53) 
To further exemplify the partialness of the harmony, it can be said that almost 
none of the class activities transcend the stage of practice; in other words, free 
production which, according to the course objectives, is necessary after certain activities, 
is not embarked on in almost any of the classes. Moreover, in none of the classes open-
ended activities required by the course objectives are seen. In addition, though the 
course objectives require certain strategy instruction, the in-class teaching and learning 
15 A comparison and contrast between the analysis carried out in the previous section and the course 
objectives reveal this point. 
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activities and processes hardly embark on such training. However, it is noteworthy that 
research literature on strategy instruction endorses the significant role of such instruction 
in the achievement of foreign language learners (see, for example, Harris 2002, Harris et 
al. 2001, Grenfell and Harris 1999). To sum up, the data seem to suggest that there is 
only partial harmony and considerable slippage between what the course objectives 
require and what is going on in the EFL classrooms. 
Furthermore, it seems that unintended activities and processes (i.e., those 
activities and processes which do not accord with the course objectives and/or not 
mentioned in the course objectives) predominate in the EFL classrooms. For instance, 
teacher-frontedness, teacher-initiation, autocracy, task orientation, rule memorisation, 
contexlessness of a great deal of activities, and applying L1 as the language of 
instruction and communication appear to predominate in the EFL classrooms. As 
another example, deviation from the instructions at the top of the exercises, emphasising 
language forms rather than language functions, deploying plenty of accuracy-oriented 
activities at the expense of ignoring communication-oriented activities, and applying 
explanation and memorisation rather than role-playing are among the instances of the 
predominance of unintended activities and processes. To further exemplify the 
predominance of unintended activities and processes, employing reading activities (i.e., 
reading the items from the textbook while the books are open) rather than doing 
repetition drills and substitution drills while the books are to be closed can also be 
mentioned. In brief, the data seem to suggest that unintended activities and processes 
predominate in the EFL classrooms I have observed. 
Since in the classes I observed grammar-translation is the method most applied 
and because audio-lingual techniques are also deployed once in a while, I suggest that all 
the limitations ascribed to these two FL teaching methods16 are also true about most of 
the teaching and learning activities and processes going on in the EFL classrooms of the 
high school. For instance, teacher-centredness, not paying heed to the oral mode of 
language, emphasising accuracy at the expense of ignoring fluency, stressing the forms 
at the cost of victimising the language functions, and one-way education from the side of 
the teacher to that of the students are among the limitations of the grammar-translation 
method which are also visible in the observed EFL classrooms. Likewise, the audio-
lingual method has certain limitations such as an overemphasis on rote-learning (i.e., 
16 Readers are referred back to Chapter Three entitled 'FL Teaching Methods'. 
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parrot-like learning) which occurs out of context, and hence, can cause forgetting, lack 
of resemblance to the interactional nature of actual language use and communication, 
and accentuating memorisation rather than creativity in language learning and 
production which are also true about the observed EFL classrooms. Consequently, 
enhancing communicative competence (i.e., the ability to use the FL accurately, 
appropriately, flexibly, and fluently in different situations) as the ultimate goal of the 
EFL course seems not to be accomplished properly applying the above-mentioned 
methods. 
In addition, since the concepts of strategic competence, socio-cultural 
competence, and integration of language abilities do not seem to be touched upon in the 
observed EFL classes and since communication-oriented activities are carried out 
negligibly and most of the activities are out of context, considerable enhancement of the 
students' communicative competence appears unlikely. However, on account of the fact 
that most of the in-class activities and processes are accuracy-oriented dealing with the 
written mode of the language (i.e., reading and writing), it can be said that the focus of 
those involved in the classroom activities appears oriented mostly towards the 
augmentation of the linguistic competence. Consequently, all in all, it seems that trying 
to enhance linguistic competence overrides any attempts to develop communicative 
competence. 
Further to the above, since almost all activities seem teacher-fronted, teacher-
initiated, and teacher-centred which follow a presentation-practice process, I contend 
that there is a top-down relationship between the teacher and students. This kind of 
relationship is also actualised in the process of teaching and learning in the sense that the 
teacher seems to attempt to 'impart' knowledge to the students while the students appear 
to have been taken as the recipients of the teacher's knowledge. In other words, I assert 
that there seems to be little attempt to 'involve' the learners in the process of the 
construction of knowledge. Moreover, as the activities assigned to the learners are of the 
closed-ended types, I contend that little collaboration and reciprocity are established 
between the teacher and learners and among the learners. I also argue that the closed-
ended ness of the activities and one-way education are less likely to let the learners move 
from peripheral participation to more focal participation in class activities. I also contend 
that the directive, top-down education in high school EFL classes has ignored building 
up negotiated scaffolding in order for the learners to move through their zones of 
proximal development and to demonstrate their potentialities. I suggest, thus, that 
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deploying theories of directive learning and lack of attention to the role of collaborative 
learning theories might be one of the likely reasons contributing to the learners' 
underachievement in their communication abilities. 
In summary, this section was an attempt to transcend the boundaries of data 
analysis in order to interpret and make sense of what is going on in the observed EFL 
classrooms. In so doing, a link was made to my research questions, and finally I 
suggested that there seems to be only partial harmony between what goes on in the 
classrooms and the course objectives, and that the unintended activities and processes 
appear to predominate in the classrooms. Further to the above, on account of the fact that 
socio-cultural and strategic aspects, as the ingredients of the construct of communicative 
competence,17 seem to have been marginalised in the activities carried out in the 
classrooms, I argued that the observed in-class teaching and learning activities and 
processes could hardly enhance the communicative competence of the learners. 
Moreover, I asserted that the augmentation of the linguistic competence seems to be 
more focused on in high school EFL classrooms, and even this aspect of language seems 
to be tackled through applying certain traditional methods of FL teaching which do not 
seem to reflect the relatively recent trends in learning theories. 
Summary and Conclusion 
This chapter centred on an attempt to explore a couple of my research questions in order 
to find out certain tentative answers to them. Accordingly, the research questions that 
were aimed at were restated, the research method was elaborated on, and then Wolcott's 
D-A-I formula was employed to describe, analyse, and interpret my data. The process of 
data description was done through applying the spiralling approach going from larger 
units to smaller ones; moreover, to stay close to the data, three of the thirty observation 
notes (one in this chapter and two in Appendix C) were presented as they had originally 
been recorded. Then I embarked on analysing the data by highlighting the essential 
features of my data and making relationships, or say categorical aggregation, among 
those features. I also made an effort to interpret and make sense of what was going on in 
the observed EFL classrooms. The results seemed to suggest that there is only partial 
harmony between what goes on in the classrooms and the course objectives, the 
unintended activities and processes predominate in the classrooms, and the focus of the 
17 Readers are referred back to Figure 3.5 illustrating the components of the communicative competence. 
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in-class teaching and learning activities is more on enhancing linguistic competence. 
Finally I hypothesised that students' low participation in class activities as well as lack 
of collaboration and negotiation between them and their teacher and among them due to 
the deployment of traditional theories and methods of FL education can be one of the 
reasons contributing to the learners' underachievement in their communication abilities. 
To explore the probable reasons for the partial harmony between the course 
objectives and the in-class teaching and learning activities and processes, I have given 
over the next chapter to certain of my interviews with some of the teachers and students 
of the high school in which I carried out my fieldwork. 
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Chapter Seven 
Explanations of the Partial Harmony 
Introduction 
In the previous chapter, it was shown that there seems to be only partial harmony between 
the objectives stated in the Teacher's Guide and what goes on inside the classrooms I have 
observed. This chapter is an attempt to provide some explanations of this partial harmony 
and to elaborate on some of the likely reasons for the students' underachievement. 
Accordingly, this chapter is divided into certain sections, viz 'Recontextualisation of the 
English Language', 'Classroom Culture and Management', 'Teachers' Perception of 
Communicative Competence', 'Students' Learning and Institutional Constraints', 'Emerged 






Throughout the above-mentioned sections, the following will be discussed: 
Institutional constraints seem to impede the realisation of the objectives stated in the 
Teacher's Guide which appear to be so varied and demanding, 
Classroom culture and management seems to reinforce the recontextualisation of the 
English language, 
Teachers' perception of the concept 'communicative competence' seems to be fuzzy, 
Teachers do not seem to differentiate between the narrower and broader concepts of 
communicative competence, 
Some of the activities teachers requIre their students to perform (e.g., oral 
summarisation of reading texts) appear to incline towards procedural display as the 
teachers do not seem to lay the grounds for such activities, 
• Classroom metatalks appear to lack serving a communicative function, 
• Merely borrowing the concept of communicative competence is not enough to 
improve the students' communicative abilities, but to do so, certain principles and 
prerequisites need to be met, and 
• Certain learning of the pupils might be due to the teachers' deployment of certain 
activities. 
In addition, discussing the above issues along with analysing and interpreting 





Suppose that we give enough space to Dubin 1 (i.e., the broader concepts of 
communicative competence) to operate in our EFL classes by loosening the 
institutional constraints, would we then achieve better processes and outcomes? 
Were the teachers informed about the distinction between the two concepts of 
communicative competence, they might be able to see that they are not applying a 
broader concept of communicative competence and therefore implement the 
notion of communicative competence more fully in their classrooms than they are 
doing at present. 
Were the teachers aware of the gap between comprehension and production (i.e., 
that comprehension does not automatically lead to production), they might embark 
on training their students on both comprehension and production. 
Recontextualisation of the English Language 
As was shown earlier, one aspect of the classroom observation data is that there seems to be 
only partial harmony between what the course objectives state and what goes on inside the 
classrooms. I would now like to suggest some explanations for this. One interpretation could 
be that there appears to be a 'recontextualisation' (i.e., the delocation, relocation and 
refocusing (Bernstein 2000, 32) of the real-world English discourse which seem to have 
caused the abstraction of that discourse from its socio-cultural aspects and its communicative 
nature) of the English language in the sense that what goes on in the classrooms can be called 
'classroom English' (i.e., English restricted to vocabulary, structures, and certain reading 
comprehension materials) whereas, according to Hill and Parry (1994), what non-native 
speakers need to learn is the 'real-world English' (Hill and Parry 1994, 3). This sounds to be 
in line with what I, drawing on Street's autonomous and ideological models of literacy 
(Street 1984) and Dubin's autonomous and ideological concepts of communicative 
competence (Dubin 1989), have already argued: I asserted that not only the course objectives 
drew upon an 'atomised, study-skills' (Street 2000, 34) model of communicative 
competence, but also the classroom activities and processes seemed to be a 
recontextualisation of the 'real-world English'. In other words, there seems to be a double 
recontextualisation of the English language: The recontextualisation of the concept of 
communicative competence occurred in the elaboration of the course objectives (see Chapter 
Five) and a further recontextualisation of the English language took place in the classrooms. 
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To further demonstrate the concept of double recontextualisation happening m the 






















Figure 7.1: Double recontextualisation of the English 
language in the EFL curriculum in an Iranian high school 
I have already elaborated (in the fifth chapter), by analysing the course objectives 
stated in the Teacher's Guidebook, on the ways through which the initial change (see Figure 
7.1 stage B) has occurred. These ways include, as we saw in Chapter Five, the exclusion of 
the socio-cultural and strategic aspects of the English language in the statement of the course 
objectives and the employment of an atomised study-skills approach in defining the course 
objectives. The second reduction (see Figure 7.1 stage C), which I would describe below, 
seems to be due to certain reasons. The first reason might be the issue that the course 
objectives appear so varied and demanding (i.e., an array of miscellaneous activities are to be 
carried out in the classroom) that achieving them seems to be difficult, even if not 
impossible, considering the practical constraints of the classes: The classes are usually held 
in two sessions a week each session lasting ninety minutes, the class sizes are relatively large 
(between 33 to 43 students in each classroom), and the amount of the instructional materials 
(Le., the textbooks) to be covered seems demanding as well. Interviews with teachers and 
students reveal these constraints (see Appendix D for the interviews agenda): 
Q: What's your idea about class size and time? 
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T118: The number of students in classes is too many. The largest class 
size should be between twenty five to thirty pupils, maximally thirty 
pupils; the ideal's twenty students in each classroom. 
Unfortunately, the class time allotted to the high school EFL course, 
which is three hours a week, is too limited. EFL classes, I think, should 
be held six sessions a week, each session lasting sixty minutes. It could 
be said that one of the reasons the high school Iranian students' English 
isn't so good as that of the students in some other countries is the fact that 
our class time's too limited. 
T2: The class sizes are too large and the class time's too limited. My 
colleagues and I've always brought this to the attention of the educational 
authorities. We've suggested that either the class time should be 
increased or the class sizes should be decreased. 
T3: About forty pupils register in each class. I think this number of 
students is too many for EFL classes. In my opinion, if EFL classes 
consist of more than twenty students, the teacher can't achieve the ideal 
output s/he's aimed at because s/he can't focus on individual students. 
I believe that the time allotted to the EFL course isn't sufficient in terms 
of the quantity of the instructional materials that should be covered .... The 
more time we have, the more successful we'll be in our teaching and 
learning activities. 
S 1: Since the teachers are supposed to cover the whole contents of the 
textbooks based on which high school tests and university entrance exams 
are written, the class time isn't enough. 
S2: I'm of the opinion that the class time should be increased to six hours 
spreading over the week. 
S3: More time should be allotted to the EFL course because English is a 
fundamental, important, and useful language. 
According to the above excerpts from my interviews, it sounds as if there are 
certain constraints, e.g. time limit, class size, and instructional materials quantity, affecting 
what goes on in the classrooms which might help explain stage C in Figure 7.1; however, 
what seems more important than the issue of practical constraints is how these constraints 
affect the in-class activities and processes, and thereby, bring about what I have called 
'classroom English'. This question will be dealt with in the section entitled 'Teachers' 
Perception of Communicative Competence' on page 142 below. 
IN T' stands for 'teacher' and '5' for 'student'. 
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Classroom Culture and Management 
The second reason for the reduction of the 'real-world English' to 'classroom English' might 
be the socio-cultural norms of classroom interaction. While observing the EFL classes during 
my fieldwork, I also attended several chemistry and physics classes in the same school. 
What struck me was the impression that in those classes, like the EFL classes, most of the 
activities seemed teacher-initiated, education usually appeared one-way from the direction of 
the tutor to the direction of the pupils, and learning activities, to a large extent, sounded to be 
of the low-level type involving, for example, pupils' listening to tutors' speech. Then it also 
occurred to me that probably this type of class management was a way in which not only the 
teachers were trained but also they tried to manage such large-sized classes and to make the 
best of their limited time. Furthermore, the teachers' high level activity and the students' low 
level activity, common between the EFL classes and certain other classes, and the point that 
the teachers were acting like leaders and the students like followers also seemed to be a 
dominant classroom culture in the Iranian high school. As far as my experience both as a 
student and then as a teacher shows, the same culture seemed to exist in my own classes as 
well; in other words, it is a culture I can identify with. In this regard, Mercer (1995) 
maintains that teaching and learning are affected by cultural traditions of the educational 
institutions. He also asserts that though some cultural and institutional constraints on 
teaching and learning may be indisputable, other conventional aspects of teaching can be 
questioned and changed. Mercer, admitting that certain practical constraints might impact on 
the in-class learning and teaching activities, also challenges the issue of learning through 
hearing information and accumulating knowledge: 
Learners need to get involved with new knowledge in order to 
consolidate their own understanding, and this cannot be done just through 
hearing information being presented clearly and logically by an expert. 
They will almost certainly need to try to use it themselves, under different 
conditions, if they are to make the knowledge their own... knowledge is 
[not] accumulated ... by learners: it is shaped by people's communicative 
actions. (Mercer 1995, 19) 
Likewise, Harris (1997), discussing the ways through which FL learners' achievement could 
be enhanced, argues that "in all learning it is not enough to be told to do something and 
shown how. Learning to drive a car or to swim is not simply a matter of following 
instructions carefully" (Harris 1997, 15). She adds that while teaching a foreign language, 
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we need to devise a wide range of activities and circumstances to involve the learner in 
practices that require him/her to use the new language for communicative purposes. 
In sum, it seems that classroom culture and management are also among the factors 
impacting classroom activities and processes in the sense that communication as well as 
education, which needs to be interactive and reciprocal19 in that it is situated in social co-
participation and happens when there is co-participation and interaction among participants 
(Wenger 1998, Lave and Wenger 1991), both seem to have considerably changed in these 
classrooms into a unilateral activity from the direction of the tutors to that of the pupils, and 
thereby, reducing English to certain types of activities. What is lost by this unilaterality and 
reduction seems to be the pupil's access to a wide range of activities and opportunities for 
further participation and engagement. As stated in Lave and Wenger's Situated Learning: 
... a training programme that consists of instructional settings separated 
from actual performance would tend to split the leamer's ability to 
manage the learning situation apart from his ability to perform the skill. 
Given a sufficient disjunction between the skill being taught and the 
actual performance situation, one could imagine an actor who becomes 
expert as a learner- that is, who becomes a master at managing the 
learning situation- but who never actually learns the performance skills 
themselves. (Lave and Wenger 1991, 21) 
Elsewhere in Lave and Wenger's Situated Learning, William F. Hanks supports the idea of 
learning through participation and performance rather than merely acquiring certain 
structures, and asserts that Lave and Wenger are right in saying that listening to verbal 
explanation could be at best legitimate only as a part of peripheral participation and that if 
verbal explanation does not lead to increasing participation and performance, its 
effectiveness as a mode of instruction can be seriously questioned. He continues, "Quite 
simply, if learning is about increased access to performance, then the way to maximise 
learning is to perform, not to talk about it" (Lave and Wenger 1991, 22). By the same 
token, Wenger (1998) contends that unilateral non-interactive education is "both too 
disconnected from the world and too uniform to support meaningful forms of identification. 
It offers usually little texture to negotiate identities: a teacher sticking out and a flat group 
19 As far as communication is concerned, McNamara (2000) asserts that "communication is a co-
construction" (McNamara 2000, 84) which is essentially interactive. Likewise, Widdowson (1978) 
maintains that communication is an interactive and reciprocal activity. Similarly, Breen (2002) argues that 
language learning and all language use are "inherently social" and entail "interpersonal action in the co-
construction of meanings" (Breen 2002, 6). As for education, Black and Wiliam in their Inside the Black 
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of students all learning the same thing at the same time" (Wenger 1998, 269). Wenger 
believes that in this way students are likely to "either seek their identity in subversive 
behaviour or simply refuse to participate" (Wenger 1998, 269). Thus, although EFL 
learners seem to some extent engaged in the context of their learning (i.e., classroom 
English), they do not seem to be engaged in the broader context of the English language 
(i.e., real-world English); in other words, they do not appear to gain the ability to improvise 
and create because they do not seem to learn EFL in actional, experiential contexts but in 
reflection-on-action contexts. 
Teachers' Perception of Communicative Competence 
In addition to the effects of the classroom culture and management on the recontextualisation 
of the English language, there seem to be other factors influencing what goes on in the 
classrooms. For instance, the teachers seem not only to interpret the concept of 
communicative competence in their own ways but also to have their own views on how 
students can better learn a foreign language: 
Q: What does 'communicative competence' mean to you? 
T1: To me, 'communicative competence' refers to a basic20 repertoire of 
vocabulary, forms, and functions that the learner can use in herlhis daily 
conversations and communications. If the learner can creatively apply 
that basic repertoire to daily communication, both oral and written, I 
think slhe has got what's called 'communicative competence' .... 
Communicative competence, I believe, can't be obtained through 
memorising that basic repertoire but it can be developed through 
creative use of that repertoire. 
T2: It's both the verbal and non-verbal aspects of language. It's that by 
which the learner can express her/himself and communicate her/his 
ideas with others, in my opinion. For instance, if somebody can't 
verbalise what s/he means, s/he might express what s/he means by 
gestures and facial expressions. I consider all of these as the aspects of 
communicative competence. When we speak about communication and 
communicative competence, we mean not only the verbalisation of 
language but also the expression of language through gestures and 
facial movements so that the interlocutor can communicate verbally, 
non-verbally, and meaningfully what s/he means. 
Box (1998) maintain that education needs to be interactive and reciprocal because there is a wealth of 
evidence showing that a transmission model of education does not work (Black and Wiliam 1998, 13). 
20 The underlined expressions are labelled as Dubin 2, i.e. the narrower concept of 'communicative 
competence', and the highlighted statements as Dubin 1, i.e. the broader meaning of 'communicative 
competence' . 
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T3: It's an amalgamation of forms and functions. It's the application of 
forms to perform functions .... If we don't know the language functions, 
we can't communicate .... By language functions, I mean how to use the 
language. Our students know the forms, but they don't know where and 
how to use those forms to perform functions because they're usually 
asked to memorise the language functions21 as they memorise the 
language forms. Communicative competence is the ability to use the 
language forms in practice as for all language skills; the ability to use 
language forms in real situations for communicative purposes. 
Q: How do you think high school Iranian students can better learn EFL? 
Tl: The best way students can learn English is to have oral 
communication, oral communication, and oral communication22; oral 
communication in the classroom. If we could reduce the scores given 
over to written aspects of English, the teachers and students might be 
more motivated to focus on oral communication. The other factor's the 
teacher; the teacher should minimise her/himself as far as in-class 
activities are concerned, and maximise the students' activities if we 
would like to improve our EFL education in high schools. In other words, 
if students have more oral communication in the classroom and if 
they're more activated, their English will be improved. 
T2: In the first place, EFL shouldn't be an obligatory course but should 
be changed into an optional one. Obligatory subjects cause hatred in 
students. I mean EFL should become one of the optional courses. The 
reason is that, for instance, in private English language institutes where 
students have no obligation to take EFL but take it spontaneously, they 
learn EFL far better than what they learn at high schools. In the second 
place, if students can use the language in and out of the classroom, 
they'll learn it better because, in that case, they'll feel they can 
practically use what they have theoretically learnt; however, if our 
teaching and learning content themselves with forms and formulas and 
do away with paying attention to language use, learning will stop. 
T3: If the book's a suitable one, if the class time's sufficient, if the class 
size's small enough, if the teacher's knowledgeable and interested in 
her/his job, and if the students are well motivated and have a positive 
attitude towards the FL, they can learn the FL better. I think the teachers' 
role's very crucial in creating motivation and interest in tJJ.e pupils. A 
good teacher can cause learners to learn a lot of things even under worst 
conditions .... What students learn should be applied to interaction and 
communication, or students won't have a sense of achievement. 
21 In the high school English textbooks, a section is given over to language functions, which presents these 
functions in dialogues. 
22 The participant repeated the phrase 'oral communication' three times with great emphasis. 
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As the above excerpts from interviews show, the tutors seem to have a theoretical 
perception of communicative competence and the ways in which students can learn a foreign 
language better. The analysis of the teachers' ideas on 'communicative competence' seems to 
suggest that the teachers' perception of 'communicative competence' is fuzzy in that the 
teachers appear to move, in defining that concept, between the broader and narrower 
meanings of 'communicative competence'. The underlined expreSSIOns such as 'basic', 
'vocabulary', 'forms', 'functions', 'verbal', 'non-verbal', 'verbalise', 'amalgamation', 
'application of forms to perform functions', 'language skills', and 'to use the language forms 
in practice' sound to imply narrower views of 'communicative competence' or what in my 
analysis, elaborated in footnote 22, I have referred to as Dubin 2. The highlighted statements 
such as 'repertoire', 'creatively', 'not memorising', 'creative use', 'express her/himself', 
'communicate her/his ideas', 'expression of language', and 'communicative purposes' seem 
to be indicative of broader meanings of 'communicative competence' or what I have referred 
to as Dubin 123 • In other words, my interpretation of the excerpted interviews on the meaning 
of 'communicative competence' is that the teachers seem to be aware of both broad and 
narrow meanings of that concept but they do not seem to make a distinction between the two. 
Accordingly, their activities and what they want from students appear to be affected, to some 
extent, by their theories about communicative competence and about 'teachingllearning 
processes' (Richards & Rodgers 2001, Karavas-Doukas 1998 in Rea-Dickins and Germaine 
1998, Genesee & Upshur 1996). For instance, in the analysis of the above excerpts from 
teachers' interviews regarding how students can better learn EFL, the highlighted chunks 
such as 'oral communication', 'communication in the classroom', 'maximising students' 
activities', 'spontaneity', 'practical use of language', 'not being content with forms and 
formulas', and 'interaction and communication' can be labelled as the teachers' tendency 
towards the broader meanings of 'communicative competence'. However, the teachers' 
practices seem to emphasise the narrower concepts of communicative competence because 
either the institutional constraints do not permit them to apply the broader concepts of 
communicative competence or the teachers do not distinguish between these two concepts 
(i.e., broader and narrower views) of communicative competence. The analysis of the 
teachers' assertions on the in-class activities they assign to the pupils might reveal what they 
want from their pupils, and further discloses that these activities seem to be affected by their 
views on the construct of 'communicative competence': 
23 Dubin (1989), drawing on Street (1984), expounds the view that 'communicative competence' has 
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Q: What kinds of activities do you ask your students to do ill the 
classroom? Why? 
Tl: Having taught the new vocabulary, I want students to use those new 
lexical items in sentences orally. Then I teach the reading text and I want 
one of the good students to give a summary out of the text. I also ask 
other students to present summaries voluntarily. Afterwards, I teach the 
structure mentioned in the book by using certain traditional techniques, 
and then, I write a test of structure on the board in relation to the already 
taught structure, and I ask a volunteer to answer the test. Then I write 
further tests on the board and I ask non-volunteers to come to the board to 
answer the test and elaborate on their answer. Besides, when I teach 
reading, I ask students to read the text silently paragraph by paragraph 
and then answer my questions which are based on the already read 
paragraph. 
Since I try not to ask students the meaning of the vocabulary in Farsi, I 
ask them to use the vocabulary orally in English sentences. When the 
student performs this task, it'll show me whether he's understood the 
meaning of the lexical item or not. 
To suggest to the students that the reading activity's for developing their 
reading comprehension, I ask students to summarise orally the reading 
text by using their own English words. In other words, I try to suggest 
to my students that comprehension's what I require and not 
memorisation. While the students are presenting their summaries, I 
don't usually correct their mispronunciations because I don't want to 
interrupt their chain of thought. 
To review the language structures, I ask students to the board to answer 
the tests of structure I write on the board because I think when the 
students see and listen to their friend's explanation about tests of 
structure, they can better remember that structure in future. 
T2: Each lesson I teach in the classroom, I ask my students to carry out 
certain activities: These activities include working on the vocabulary and 
the dialogues in the book. I ask them to memorise the dialogues and to 
make new dialogues resembling what's in their book. As for vocabulary, 
I ask my students to make English sentences by using the new lexical 
items. 
These two learning activities (sentence making and dialogue 
memorisation) support my teaching activities in the sense that these two 
activities will show me how well my students have learnt the material; 
then I can add something new to what they have learnt. 
I also ask my students to give an oral summary of the reading passage 
because the students have problems with memorising words, and I 
personally believe that if students want to internalise words, one way's to 
give oral summaries. Summarisation's a multifaceted activity: First, 
summarisation's a kind of production and includes certain language 
skills. Second, students can learn the new words through summarisation. 
broader and narrower meanings. 
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Third, we (teachers) can test students' vocabulary learning when they 
present a summary. 
These activities (sentence making, dialogue memorisation, and 
summarisation) reveal the students' errors to us based on which we can 
make our next lesson plans. In other words, the students' errors will show 
us what it is that we haven't taught well and the student doesn't know 
well. Besides, through these activities, students themselves can also 
realise what their weaknesses are and might try to remove those mistakes. 
I also ask my pupils to write dictations. I read aloud a part of the reading 
passage to them, and they're supposed to write down verbatim what I 
read. Dictation reveals to us the pupils' ability of listening and writing. 
On the whole, my in-class activities have two targets: First, to find out 
how well my students have learnt. Second, I also realise my own 
weaknesses to remove them in the following class sessions. 
T3: I ask students to do silent reading so that they can concentrate on the 
reading passage individually. I also ask students some questions based on 
the reading passage, and they're also required to make questions based on 
the reading material. In this way, students can not only comprehend the 
reading text but also practise the language structures. 
I also require students to present a summary of the reading passage. I tell 
them emphatically that their summaries should be just in a couple of 
sentences and lack the words included in the reading text because I want 
to test their comprehension and not their memorisation ability. 
Once in a while, if I have enough time, I play a short listening 
comprehension text to my pupils, and they're to answer my questions 
which are based on that listening text. I think this activity brings about 
both integration and reinforcement of certain skills. 
Certain expressions in the above excerpts have been either highlighted or underlined. 
The highlighted expressions (namely summarisation, comprehension, production, dictation, 
avoiding memorisation, and integration) can be labelled as 'activities dealing with broader 
concepts of communicative competence' because they seem to focus on comprehension and 
production, which sound flexible activities, whereas the underlined statements (viz sentence 
making, structure teaching, structure testing, dialogue memorisation, word memorisation, 
and practising language structures) may be labelled as 'activities dealing with narrower 
concepts of communicative competence' because they sound to further focus on 
memorisation and isolated chunks of language, which appear mechanistic. Thus, one of the 
interpretations of the analysis of the interviews mentioned so far might be that the teachers 
seem aware of the broader meanings of 'communicative competence' and some of the 
activities they maintain they assign to their pupils can be said to be indicative of the issue 
that these activities seem to be affected by their broader views of 'communicative 
competence'. However, my classroom observation data revealed that the number of in-class 
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activities derived from broader concepts of communicative competence was very limited 
comparing with the number of those dealing with narrower concepts of communicative 
competence. This can be explained by suggesting that the teachers do not seem to be aware 
of the tension between what they say and what they do. They actually seem to have a general 
fuzzy view of this tension and of the notion of communicative competence. They do not 
seem to distinguish between the two concepts of communicative competence. Were the 
teachers aware of the distinction between the narrower and broader concepts of 
communicative competence, they might be able to implement the notion of communicative 
competence more fully than they are doing at present. In other words, since the teachers do 
not seem to differentiate between the two concepts of communicative competence, they do 
not see that they are not doing broader concepts of communicative competence in their 
classes. Thus, it can be said that there is some kind of harmony between what the teachers 
say and what they do in the classrooms because their practices seem to be based on a 
misconceived view of the concept 'communicative competence'. 
In sum, in addition to the institutional constraints, another answer to the question why 
narrower views of communicative competence appear to be operationalised in the EFL 
classrooms could be the issue that the teachers do not seem to be conscious that their 
viewpoints about communicative competence is a combination of both narrower and broader 
views. In other words, as was mentioned earlier, they seem to have a general fuzzy view 
about that concept. Since they do not seem to differentiate between the two concepts of the 
communicative competence, they do not appear to be aware that they are not implementing 
broader concepts of communicative competence. 
To further demonstrate that both the broader and narrower views of 'communicative 
competence' are lurking in the teachers' conceptions, I think the analysis of another excerpt 
from the interviews with the teachers might be fruitful: 
Q: What methods do you apply to teach English? Why do you use those 
methods? How have you chosen those methods? 
Tl: According to my experience and based on the books and papers I've 
studied, some of the techniques of the traditional method, or what's called 
the grammar-translation method, don't yield a positive outcome for 
learners. To avoid these outmoded techniques and methods, I try to 
combine the techniques of the audio-lingual and direct method. Actually, 
I try to be eclectic in teaching the different sections of the books. I mean, 
in my teaching, I start with using more Ll in my classes, and as the 
academic year proceeds, I try to use less Ll and more L2. However, I 
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never speak solely in L2 in my classes because we (teachers) come across 
situations when we have to use Ll to elaborate and clarify what we teach. 
I should say that eclecticism hasn't been successful in teaching language 
structures in my classes, and that's why, I should maintain, I apply certain 
traditional techniques to teach structures. 
T2: In my opinion, the available methods are really restricted. I try to 
choose a method based on the conditions and situation of the class. In 
other words, I think my methodology approaches eclecticism. Generally 
speaking, eclecticism, to me, means being 'omnivorous' in our 
activities24 •••• I try to employ from traditional and more modern methods 
those techniques which seem suitable to my classes ... If language 
learning happens, we'll actually reach different objectives as well .... In 
fact, my experience shows if students learn communication in L2, they 
can also cope with other aspects of language learning such as dealing 
with structures, answering language tests, and comprehending written 
materials. 
T3: To teach grammar, I use the inductive approach because, according to 
my experience, the students spontaneously discover the structure, and I 
don't feel it necessary to mention explicitly the structural rule. Besides, 
it's more enjoyable for students to induce the structural rule by 
themselves. 
To choose a method for my class, I take into consideration the students' 
level, their age, and the material I'm going to teach. 
If we accept that language's a means of communication, teaching and 
learning language should be in line with that view. If we separate 
language from communication, language will lose its real nature. To 
me, language's a system of communication, and I believe if the learners 
can't use practically what they learn, their learning will be nonsense. 
Once more, the underlined phrases such as 'teaching language structures', 'to teach 
structures', 'dealing with structures', 'to teach grammar', 'discover the structure', and 'to 
induce the structural rule' might be labelled as 'the limited views of communicative 
competence' whereas the highlighted phrases like 'learn communication', 'comprehending', 
'a means of communication', 'communication', 'a system of communication', and 'use 
practically' could be labelled as 'the broader views of communicative competence'. In other 
words, it seems that both the narrow and broad conceptions of 'communicative competence' 
are high in the teachers' heads in addition to the point that some of the teachers attempt to be 
eclectic in their approach. 
~4 In fact the participant has used the figurative phrase' az har dary sokhani' for which the nearest English 
equivalent I could find is 'being omnivorous in our activities'. 
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However, though both of the views appear to be lurking in the teachers' conceptions, 
the analysis of class observations in Chapter Six seems to suggest that there is a 
recontextualisation (i.e., the refocusing of the real-world English discourse which seems to 
have caused the abstraction of that discourse from its socio-cultural aspects as well as its 
communicative nature) of the English language in those classes in the sense that further 
concentration sounds to be on teaching and learning structures, vocabulary, and reading. 
Given the point that the teachers are aware of the broader meanings of 'communicative 
competence', the following question might be raised: Then why is there a recontextualisation 
which tends towards the narrower views of 'communicative competence'? 
Looking back at the students and teachers' answers to the question on their ideas 
about class size and time as well as their views of the amount of the instructional materials25 , 
one possible answer to the above question might be the limited class time and the big class 
size in the sense that the teachers seem to rush through certain pedagogic activities rather 
than spending ample time on helping individual students to learn in the broader sense, that 
takes time. To further elaborate on this issue, a triangulation between what the teachers assert 
and what practically goes on inside the classrooms might be revealing: 
The teachers have stated that they ask their pupils to give an oral summary (in 
English) out of the reading text to check their pupils' comprehension; i.e. production has 
been taken as a diagnostic test of comprehension. In one of the classes I observed, only one 
student, among thirty-nine, volunteered to give an oral summary. None of the rest of the 
students volunteered though the teacher asked them several times. Though the single 
volunteer performed the activity almost well, the other students did not volunteer to carry out 
the same activity; consequently, the teacher had to ask non-volunteers to give oral 
summaries. He asked two of the students to give summaries, but because both of them failed 
in going ahead with their first couple of sentences, the teacher quitted this activity and moved 
on to another one, viz asking questions out of the reading passage from other students. 
Likewise, in another class, when the students were wanted to contextualise the new words in 
English sentences verbally, most of the students did not participate in the activity and a 
considerable number of those who did, made wrong sentences. 
25 In one of the classes I observed (a grade three held on 6.11.2000), there took place a naturally occurring 
conversation between the teacher and his pupils while the teacher was teaching a reading text in Grade 3 
EFL Textbook entitled 'The Value of Education'. They, in Farsi, chatted about their ideas on EFL 
education and its importance. The following is my translation of a part of what the teacher maintained: 
''The class time is really limited compared with the massive amount of materials in the high school 
textbooks. ' , 
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It seems that the teacher, though primarily intended to apply broader views of 
'communicative competence' to his class by utilising oral summarisation and sentence-
making activities, quitted to ask students to carryon because the students appeared unready. 
In other words, though the students might have understood the reading text or the meaning of 
the new words, they did not embark on giving an oral summary and making sentences or 
failed in so doing because comprehension is different from production and between these 
two, there lie considerable linguistic and pedagogic skills which students should be helped to 
learn and need time to improve. Certain of these linguistic and pedagogic skills are what are 
referred to as learning and communication strategies which need to be developed if teachers 
want their students to improve their language abilities (Harris 2002, Harris et al. 2001, 
Pachler and Field 2001, Pachler and Field 1999, Grenfell and Harris 1999). However, 
possibly due to the limited class time, the large class size, the massive amount of the 
materials in the textbooks, and the effect of the high school examinations which do not 
require oral production, the teacher seems to have no chance of spending more time on 
helping the students to improve their linguistic and pedagogic skills necessary to transfer 
comprehension to production; in other words, the teachers seem to want to approach broader 
concepts of communicative competence, but when they try it, their attempt fails due to the 
already mentioned reasons. 
Furthermore, the ideas of oral summarisation as a test of comprehension, sentence-
making as a test of understanding the meaning of new lexical items, and dictation as a test of 
listening and writing, expressed by the teachers, seem to have been taken for granted by the 
teachers whereas oral summarisation, sentence production, and dictation are practices and 
performances in their own rights which do not necessarily do the job of diagnosing and 
revealing the students' abilities of comprehension, understanding, listening and writing. In 
other words, as the teachers move towards a broader concept of communicative competence 
but do not lay the ground for it, that seems to bring about a revision of the broader concept; 
thus, just asking for production is not enough; it needs preparation. In addition, the teachers 
seem not aware that preparations are necessary to move from comprehension to production 
(see the way in which they have conceptualised the distinction between comprehension and 
production: "0 •• for developing their reading comprehension, I ask students to summarise 
orally the reading text by using their own English words") and unaware that they need to 
prepare and train their pupils on both comprehension and production. That is probably one of 
the reasons why most of the students do not participate in production activities, and the 
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teachers either move to another activity or provide the answers by themselves. This is what is 
called 'procedural display' (Bloome et al. 1989, 265). 
By definition, procedural display refers to teachers and students' pretence that they 
are engaged in teaching and learning of substantive academic knowledge or skill whereas 
what they are actually engaged in is constructing an event (i.e., displaying lesson behaviour 
and demonstration of progress by moving through the lesson) that can be taken as doing a 
lesson by the local education community. What the teachers ask students to do (i.e., oral 
summarisation and sentence production) seems to be a kind of procedural display because 
though the students might understand the reading text and the lexical items, they do not enter 
the process of meaning-making because they probably do not feel prepared for this stage. In 
sum, if the teachers were aware of these issues, they might be more likely to embark on 
helping the students to improve the necessary pedagogic and linguistic skills in order to 
become able to carry out the required activities despite the above-mentioned constraints of 
time and number. 
Another possible answer to the above question might be the negative washback of the 
high school EFL examinations on the process of teaching and learning occurring in the 
classrooms. This issue and the data likely to disclose this effect will be fully discussed and 
presented in Chapter Nine given over to the EFL tests administered at high schools. 
However, as the analysis of those tests reveals (see Chapter Nine), because those tests seem 
to deal more with the knowledge 'about' language rather than with knowing the language, 
i.e. they appear to further focus on the knowledge of structure, vocabulary, and reading, they 
might have contributed to the recontextualisation (i.e., refocusing of the real-world English 
causing the loss of its communicative features) of the English language at high school 
classes, and accordingly, have given much space to narrower conceptions of 'communicative 
competence' to operate in the classrooms. In this regard, Swain (1998) states that though 
working on grammatical accuracy is needed because it can bring about' metatalk' (taking 
about language) (Swain 1998, 68) which helps students test their metalinguistic hypotheses 
and thereby enhances their metalinguistic awareness (knowledge about language), teaching 
and learning" grammar lessons out of context, as paradigms to be rehearsed and memorised, 
is also insufficient" (Swain 1998, 65). According to Swain, metatalks, in which students 
reflect consciously on the language, can be a source of language learning; however, the 
metatalks Swain elaborates on and supports are held in a communicative atmosphere where 
even talking about the language is in L2 and thereby students make meaning in L2: 
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Thus, by encouraging metatalk among second and foreign language 
students, we may be helping students to make use of second language 
acquisition processes. That is, metatalk may be one pedagogical means by 
which we can ensure that other language acquisition processes operate. It 
is essential, however, that this metatalk be encouraged in contexts where 
the learners are engaged in "making meaning", that is, where the 
language being used and reflected upon through metatalk is serving a 
communicative function. Otherwise, the critical links between meaning, 
forms, and function may not be made. (Swain 1998,69) 
In other words, Swain contends that attention to grammatical accuracy through metatalks 
can be useful in promoting language learning provided that they are used while meaning 
making through metatalks serves a communicative function. This is what appears to be 
missing in the classes I observed and which might answer my question. Like Swain, 
Applebee (1996) asserts that knowing the rules of the action, for instance knowing' about' 
language, is necessary but not sufficient. In sum, though the usefulness of attention to 
metalinguistic issues is not ruled out by the author of this thesis, I would suggest that too 
much focus on metalinguistic issues might hinder the use of language in and for 
communication. 
To sum up, so far I have suggested that one interpretation of in-class activities and 
processes might be that certain institutional constraints (viz limited class time, big class size, 
massive quantity of the textbooks, and test effects) appear to press the teachers away from 
putting a broader theory of communicative competence into practice despite their initial 
desire to do so. The other interpretation might be that the teachers do not seem to be aware 
of the tension between what they say in their interviews and what they do in the classrooms. 
This might be due to the point that they do not appear to distinguish between the narrower 
and broader concepts of communicative competence and therefore do not seem to see that 
they are not applying a broader concept of communicative competence to their classes. 
Further, the teachers do not seem to prepare the pupils for production and performance and 
this can cause the pupils' inability to join the process of meaning making. Moreover, I 
asserted that metatalks do not seem to serve a communicative function in the classes I have 
observed. However, it should also be considered that though the teachers do not seem to be 
exercising the broader concepts of communicative competence, certain learning of the 
students could be attributed to some of the in-class activities the teachers assign to them. 
This is the issue to be discussed in the following section. 
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Students' Learning and Institutional Constraints 
In the previous sections, I attempted to elaborate on the concept of recontextualisation of the 
English language in high school EFL classrooms and I also endeavoured to demonstrate why 
such a recontextualistion has taken place. However, despite the recontextualisation occurring 
due to the employment of a fuzzy view of communicative competence (i.e., the teachers' 
fuzzy distinction between the two concepts of communicative competence ), certain 
institutional constraints, and the teachers' misconceptualisation of the relation between 
competence and performance, the students do learn certain things. My student participants 
described what they learn in the following way: 
Q: What is it that you can do with the English you've learnt at school? 
81: It (EFL at high school) is a good beginning. We learn the basics of 
the English language such as very simple conversations and basic 
vocabulary. 
I feel I can think about certain objects and concepts in English without 
having recourse to Farsi; for instance, I can remember the word 'ball' 
when I see the object without thinking about its Farsi equivalent 'toop'. 
We can translate texts very weakly by using dictionaries. As for speaking, 
I can express some cliche sentences. 
82: We don't learn the English grammar well at high school. However, it 
(EFL at high school) gives us certain abilities such as reading and 
comprehending simple English texts. We can read and understand simple 
English texts provided that we have a dictionary on hand. 
I can also speak in English just a little bit. 
83: I think I've learnt grammar more than other aspects of the language 
because my teachers have emphasised grammar more than 
communication. 
I don't think I can communicate in En§lish easily, but I would say I can 
communicate at least in broken English 6. 
My teacher participants expressed their students' learning in the following way: 
Q: What do you think your students learn from the English language 
course? Why? 
T1: If these textbooks (the high school textbooks) were taught by 
applying the principles and activities already specified for teaching them, 
26 The participant has used the phrase 'engelisi-e dasto pa shekasteh' for which the nearest English 
equivalent, I suggest, is the phrase 'broken English'. 
153 
I'd ensure that sixty percent of our pupils could learn to communicate in 
English. 
My pupils, on the whole, seem to learn grammar because 1 explain the 
English structures by speaking about them using both the English and the 
Farsi language. 
Some of them (some of my pupils) also learn communication in English. 
T2: Students' instrumental motivation's made them learn some of the 
materials and concepts which are included in the textbooks because the 
university entrance exam's written based on the content of the high 
school textbooks. So 1 witness that students learn 'what' is available in 
the 'textbooks' .... However, after passing the university entrance exam, 
students forget what they've learnt at high school because their 
instrumental motivation's stopped short of learning beyond 'the 
textbooks' . 
T3: My students seem better at receptive skills than productive skills ... 
Students learn grammar, reading and, to some extent, vocabulary. They 
can also answer the English language tests at high school and university 
entrance exams. 
Looking back at the classroom observation data, it seems that a part of the above-
mentioned learning of the students might be considered due to the 'ritual' (Rampton 2000, 
2) and 'indigenous' (Wright 2001, 63) practices 27 deployed by the teachers who appear to 
gear the objectives and processes to their practical constraints (i.e., time limitation, class 
size, instructional materials) and their experience (Answering the question 'What methods 
do you apply to teach English?', the teacher participants have used phrases such as 
'according to my experience', 'my experience shows', and 'I don't feel it necessary to ... '). 
For instance, the observation data show that the teachers not only verbalise the examples 
but they also write them down on the board, they model the reading texts, they ask students 
to write answers to certain questions on the board, they evaluate or comment on the 
students responses (these comments seem to be needed by the students in the process of 
hypothesis testing (Swain 1998», they give their own role to the pupils by asking them to 
the front of the class to answer the questions and/or write the answers on the board, they 
ask students to carry out silent reading in order that students can individually concentrate 
on the reading text to understand it based on their own pace, and they ask students to read 
the texts aloud to correct some of their mispronunciations. These are some of the ways the 
27 It seems that Rampton's 'ritual practices' is a broader and more flexible concept than Wright's 
. indigenous activities'; in other words, . ritual practices' appear to subsume 'indigenous activities'. In 
simple words, 'ritual' refers to all traditional techniques of FL teaching and learning, and 'indigenous 
activities' seem to refer to the 'ritual' adapted to local circumstances. 
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teachers seem to do their best not only to maintain the students' attention but also to 
activate and involve them, or to 'maximise the students' activities' as one of the teacher 
participants has maintained28, so far as the practical constraints allow. If the EFL 
examinations were communication-oriented and if the class sizes, time allocations as well 
as the instructional materials were precisely specified, the teachers would be less likely to 
have recourse to 'rituals', as Rampton (2000) puts it; however, since those conditions are 
not met, the teachers probably cannot help deploying 'structural, controlled, teacher-centred 
activities' (Karavas-Doukas 1998 in Rea-Dickins and Germaine 1998). 
Likewise, Wright (2001) maintains that employing 'indigenous activities' and a small 
set of practices might be an efficient way to create order in the class so that all students can 
receive an L2 input and have the opportunity to make an L2 output so far as classroom 
constraints allow. Both Rampton (2000) and Wright (2001) assert that a part of students' 
learning in classes whose objectives are expressed as gaining communicative competence 
might be due to the employment of what they call 'ritual' and 'indigenous' management 
and practices. I suggest that merely borrowing the concept of communicative competence is 
not enough for an EFL programme. If the objective of communicative competence is to be 
attained, meeting certain prerequisites (e.g., specifying as suitably as possible time 
allocations, class sizes, instructional materials, and examinations) could be helpful because 
the teachers, then, might be less obliged to gear the objectives and processes to the practical 
constraints of the classroom. In other words, certain parts of what I have already, in 
Chapter Six, called 'unintended activities and processes' (i.e., those activities and processes 
against the specified objectives and/or not stated in the objectives) might be said to be 
practical as far as institutional constraints and classroom culture are concerned. 
However, it should not be neglected that what Rampton (2000) and Wright (2001) 
call ritual and indigenous might be considered as 'procedural display' (Bloome et al. 1989, 
265). Yet Bloome et al. (1989) admit that procedural display may be a necessary condition 
of classroom education and that they still are not sure about the positive and/or negative 
role of procedural display: 
... the occurrence of phenomena similar to procedural display has often 
been taken as an indication of bad teaching. Teachers do a bad job when 
they fail to engage students in academic substance. For us, the 
relationship of procedural display to good or bad teaching is more 
28 Answering the question 'How do you think high school Iranian students can better learn EFL?', one of 
the teacher participants has said, " ... maximise students' activities ... ". 
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complex. Engagement in procedural display may be a necessary condition 
of classroom education, and as such procedural display may be less 
related to the question of good or bad teaching than to the question of the 
nature of classroom education (Bloome et al. 1989, 273). . .. further 
investigation is needed to understand whether procedural display is a 
necessary condition of classroom education or whether there are ways of 
organising classroom interaction that avoid or minimises procedural 
display. (Bloome et al. 1989, 284) 
In summary, it seems that a double recontextualisation has occurred in the curriculum 
under study. This double recontextualisation is partly due to the adherence to a reductionist 
approach in the statement of the course objectives and partly caused by the impact of the 
institutional constraints pressing the teachers away from the broader views of 
'communicative competence' and influencing the ways in which they make their best to help 
their learners to learn EFL. Moreover, the teachers appear to be unaware of the distinction 
between the two concepts of the communicative competence and of the point that production 
is an activity in its own right which needs training. Furthermore, the teachers seem to gear 
the course objectives to the practical constraints, classroom culture, and their experience so 
that their students can maximally benefit from EFL educational activities carried out in the 
classroom. It can also be said that a part of students' learning is the result of teachers' geared 
activities which are presented to students with the best of intentions. That is probably why 
each of my student participants maintains that he has learnt something, e.g., basics of 
translation (albeit unintended) and reading comprehension (which is explicitly intended), 
from the EFL course at high school. In other words, certain geared in-class activities, though 
unintended in the sense that they are not mentioned in the course objectives and/or are 
against the pre-specified objectives, might be said to be practical because they seem to yield 
certain learning. 
Emerged Hypotheses 
Considering the above explanations regarding institutional constraints (viz limited class time, 
large class size, massive quantity of instructional materials, and test effects), it seems to me 
that the institutional constraints, a fuzzy distinction between the broader and narrower 
concepts of communicative competence made by the teachers, and the teachers' narrow 
conception of 'performance' (which is ritual and not meaning making) might be among the 
considerable factors in the recontextualisation of the English language in the EFL classrooms 
and causing the limited views of 'communicative competence' (i.e., what I already called 
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'Dubin 2') lurking there as being the dominant criteria for communicative competence; in 
other words, though the broader view of 'communicative competence' (i.e., what I already 
called 'Dubin 1 ') is also lurking there and is cited by teachers in principle, it does not get 
much space to operate in practice due to the institutional constraints which press the tutors, 
who may want to move to Dubin 1, away from Dubin 1 and further towards Dubin 2. In other 
words, if we could remove some of the pressure of the testing, extend the class time and 
reduce the class size, the teachers might be better able to help their students to learn how to 
do oral activities such as oral comprehension and production, and the students would also 
have more time to develop the expertise required by the broader concepts of communicative 
competence. As the teachers have expressed, "The more time we (the teachers and students) 
have, the more successful we'll be in our teaching and learning activities." Though the 
importance and effects of the institutional constraints cannot be ignored, I have also already 
argued that the teachers' lack of distinction between the two concepts of the communicative 
competence and their probable unawareness of the distance between comprehension and 
production, which might be filled through training the students, are also among the factors 
affecting the EFL curriculum. 
The teachers have also asserted, "If we could reduce the scores given over to 
written aspects of English, the teachers and students might be more motivated to focus on 
oral communication." However, this assertion seems to deserve further contemplation 
because EFL/ESL researcher Jim Cummins (1992 and 2000) points out that there might be 
two levels of language proficiency: surface-level conversational proficiency and deep-level 
cognitive academic language proficiency. He contends that most L2 language teaching has 
attempted to enhance the learners' L2 communicative proficiency by focusing on the surface-
level conversational proficiency whereas, according to Cummins, the direction of L2 learning 
can also be from the deep-level cognitive academic language proficiency to the surface-level. 
In other words, he maintains that focusing on literary practices, which are cognitively 
demanding in that they require ample analysis and synthesis, might well help the 
improvement of surface-level conversational proficiency. Cummins proceeds even further by 
saying that L1 literacy practices carried out in L2 classrooms can contribute to the 
development of L2 oral abilities provided that there is also adequate exposure to L2 to realise 
the benefits of L1 literary practices. Cummins expresses that cognitive academic proficiency 
is common across languages and this 'common underlying proficiency' (CUP) (Cummins 
2000, 38) makes possible the improvement of L2 orality given that the direction of L2 
learning can also be from deep-level cognitive academic language proficiency to surface-
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level conversational proficiency. However, I think transfer of deep level L1 literacy to 
surface level L2 orality is possible provided that students have the necessary Ll literacy 
knowledge. In this regard, while talking about the EFL high school textbooks, one of the 
teachers I interviewed says: 
The EFL high school textbooks aren't co-ordinated with the students' 
mental maturation. For example, we have difficulty teaching passive and 
active voices even in the Farsi language. I mean the foreign language 
learner should have become mentally mature to understand the concepts of 
passive and active. However, these syntactic structures are taught in the 
EFL textbook of grade one whereas, I believe, the language learner isn't 
mentally mature enough to understand these concepts, and he hasn't 
studied these concepts even in the Farsi language courses yet. Teaching 
these concepts to my students, I usually see that they don't know these 
concepts even in their mother tongue (Farsi), and that's why my students 
don't understand these syntactic structures well and can't answer the 
questions on these structures in their exams. I call this a wrong selection 
and sequence of the material. I think there should be a co-ordination 
between the structures and concepts we want to teach and the language 
leamer's mental maturation. In other words, the selection and sequence of 
the concepts presented in the EFL textbooks should be co-ordinated with 
the learner's mental maturation. 
The point that the above participant is making, i.e. that the concepts taught in the EFL 
textbooks and classrooms need to be co-ordinated with the L1 mental ability of the foreign 
language learner, is endorsed by two theses conducted in Iran (1996, 07627, 201/135 and 
1996,06676, 201/141). Thus, though some EFL practitioners believe that further focus 
should be on L2 orality to enhance L2 communicative proficiency of the leamer, it should 
not be ignored that literacy practices might have certain impacts on the improvement of oral 
abilities provided that students have the necessary L1 literacy knowledge. 
In the preceding sections, in addition to elaborating on the institutional constraints 
affecting the in-class activities and processes, I also argued that the other factor which might 
have caused a recontextualisation of the English language in the EFL classrooms could be 
lack of distinction between the narrower and broader concepts of communicative competence 
by the teachers and being unconscious about implementing the narrower view in their 
classrooms. Moreover, the teachers' probable unawareness of the gap between 
comprehension and production, as I pointed out, might reinforce the recontextualisation of 
the English language in the EFL classrooms. Consequently, the hypotheses which might 
emerge from the above data and interpretations could be stated as follows: Suppose that we 
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give enough space to Dubin 1 (i.e., the broader concepts of communicative competence) to 
operate in our EFL classes by loosening the institutional constraints, would we then achieve 
better processes and outcomes? This heuristic hypothesis can be regarded as one of the 
avenues propounded by this thesis for further research. Second, were the teachers informed 
about the distinction between the two concepts of communicative competence, they might be 
able to see that they are not applying the broader concepts of communicative competence and 
therefore implement the notion of communicative competence more fully in their classrooms 
than they are doing at the moment. Third, were the teachers aware of the gap between 
comprehension and production (i.e., that comprehension does not automatically lead to 
production), they might embark on training their students on both comprehension and 
production. 
Summary and Conclusion 
I started this chapter by referring to the analysis of my observation data. I stated that this 
analysis seems to reveal that there is just partial harmony between what the course objectives 
state and what goes on in the classrooms. Then I argued that real-world English seemed to 
have been recontextulised in the EFL classrooms I observed in the sense that a refocus 
appeared to have taken place on vocabulary, syntax, and reading comprehension. I also 
argued that certain unintended activities and processes were practical as far as the 
institutional constraints were concerned. It was also maintained that both the narrower and 
broader conceptions of communicative competence were high in teachers' head; however, 
the narrower concepts seemed to be operationalised in the classrooms due to institutional 
constraints and a certain classroom culture. It was also shown that some of the activities the 
teachers assigned to the student did not seem to do the job they expected to; for instance, oral 
summarisation in L2 as a test of L2 reading comprehension. Then, it was asserted that mere! y 
borrowing the concept of communicative competence is not enough for EFL education. To 
improve the students' communicative competence, certain prerequisites and principles need 
to be met. For example, it was hypothesised that loosening the institutional constraints, 
making the teachers conscious of the distinctions between the broad and narrow concepts of 
communicative competence, and making them aware of the gap between comprehension and 
production and that students need to be trained on both might help teachers to move towards 
the broader concepts of communicative competence by situating the learning in co-
participation, and in tum, further involve the student in communication, interaction and 
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meaning making, and thereby, help to improve the student's communicative competence. In 
other words, since my observation data seemed to suggest that most of the students appear to 
fail to apply the foreign language for communication, and based on the interviews with the 
teachers, it was hypothesised that meeting the above-mentioned issues might help the 
teachers to assist students to move from the stage of peripheral participation to increasing 
participation. This can be done by giving more space and time to students to find access to 
different activities, performances and resources while preparing the ground for engaging 
them further in the process of meaning making, negotiation, and interaction. It seems that 
meeting the above principles might contribute to brining about a change in the leamer's 
identity (i.e., transforming the leamer's peripheral participation into full participation) 
culminating in further communication and interaction in the classrooms, and in tum, assisting 
the learner to improve her/his communicative abilities. 
So far I have probed into high school EFL course objectives (Chapter Five) as well as 
in-class teaching and learning activities and processes (Chapters Six and Seven). In the next 
chapter, in accordance with my research questions (Chapter Four) and the EFL curriculum 
evaluation frame I have developed (Chapter Two), I will look at the content and form of the 
EFL textbooks applied in Iranian high schools as well as their relations to other components 





In the preceding chapter, an attempt was made to suggest certain explanations for the 
partial harmony between the high school EFL course objectives and what goes on in the 
classes I have observed. Among other things, I asserted that merely incorporating the 
concept of communicative competence in the EFL curriculum is not enough. Certain 
principles and prerequisites need to be met to enhance the learner's communicative 
abilities in EFL. I also hypothesised that loosening the institutional constraints, making 
the teachers conscious of the distinction between the two meanings of 'communicative 
competence' , and making them aware of the gap between comprehension and 
production and that students need to be trained on both might culminate in developing 
broader concepts of communicative competence in the high school EFL classes. 
To explore tentative answers to other parts of my research questions regarding the 
relationships of the different component parts of the curriculum, this chapter centres on 
an analysis of the EFL textbooks of Iranian high schools in an attempt to establish 
whether these textbooks represent the objectives of the course stated in the Teacher's 
Guidebooks, and to explain the relationship between this representation and the in-class 
teaching and learning activities and processes. In other words, the properties of the 
textbooks and EFL pedagogies as well as embedded socio-cultural ideologies will also 
be probed into because, according to Dendrinos (1992), textbooks should be analysed 
and evaluated not only as teaching aids but also as means of student pedagogisation 
(i.e., how students are placed in the pedagogic discourse in terms of the roles and the 
social relations assigned to them) and ideologisation (i.e., how and what meanings, 
values, ideas, and power relations are constituted, frame the classroom practices, and 
transmitted to the students). In so doing, the present chapter is divided into seven major 
sections, namely 'Introduction', 'Certain Approaches to Text Analysis', 'Textbook 
One, Course Objectives, and EFL Principles', 'Communicative Competence and the 
EFL Textbook', 'The Analysis of the Visual Text of the Textbook', 'EFL Textbook and 
Pedagogical Ideologies' and 'Summary and Conclusion'. Throughout these sections, 







There is partial rather then total harmony between the textbook and the course 
objectives as stated in the Teacher's Guide. 
The choice of the activities in the textbook seems to be only partially 
congruent with the principles of foreign language teaching and learning. 
An autonomous model of communicative competence seems to have been 
realised in the EFL textbook. 
The visual design of the textbook does not look salient and motivating. 
Particular pedagogic and socio-cultural ideologies seem to be naturalised 
throughout the textbook. 
Furthermore, the following hypotheses have emerged through the textbook analysis and 




Inclusion of socio-cultural and strategic aspects of the communicative 
competence in the EFL textbook might develop the communicative abilities of 
the learner. 
Inclusion of open-ended activities in the textbook might invite the pupil into 
further participation and negotiation and thereby improve his/her English 
language abilities. 
An EFL textbook written by cooperation between a native English writer and a 
local author seems to have more credibility to the learners and teachers. 
To start analysing the textbooks, it seems necessary first to probe into certain 
approaches to text analysis to identify the appropriate technique(s) for my analysis, and 
then to analyse the textbooks accordingly. 
Certain Approaches to Text Analysis 
Broadly speaking, the two currently predominant approaches to text analysis are 
quantitative and qualitative analyses, and in the same way that research can be carried 
out both quantitatively and qualitatively, text analysis can fall and move on the 
quantitative-qualitative continuum. 
The positivist type of research which underscores objectivity in data collection 
and analysis (Denzin and Lincoln 1998) usually adheres to quantitative analysis of text 
fulfilled through, for example, frequency count (see Halilou, 1993, as an example). For 
instance, to establish whether a textbook tries to improve fluency or accuracy, one 
approach is to count the number of communicative and open-ended exercises (fluency 
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exercises) and the number of structural accuracy drills and then measure the percentage 
of each exercise for a comparison; if communicative and open-ended exercises 
considerably outnumber grammar drills, the analyst might claim that the textbook tries 
to foster fluency. In short, the degree of repetitions is what may count in quantitative 
text analysis. 
The interpretivist type of research is likely to move to the other extreme of the 
continuum usually emphasising a qualitative approach to text analysis; however, this 
does not mean that all qualitative researchers are interpretivists or all quantitative 
researchers are positivists (Marsh 1982, Hammersley 1992, Silverman 2000), and that 
is why in the diagram that follows (i.e., Figure 8.1) there are dotted lines to illustrate 
this issue. To carry out text analysis qualitatively, a variety of techniques could be 
applied. One of the techniques implemented in qualitative analysis of text is taking 
absences and presences (see Pickering 1999, and Luke 1988 as examples) into account 
through which the analyst makes an attempt to highlight the elements, aspects, and 
skills of language learning as well as social realities which are present in and/ or absent 
from the text. In this way, the analyst attempts to work out the ideologies introduced by 
the text, and consequently, those of the author and educational institution about 
language, culture, language learning, the world, language learner and teacher, language 
practices, and institutional relations. As Dendrinos (1992) puts it, "the views of 
language and language learning on which the textbook is based ... reveal ideological 
meanings and imply different positioning of pupils as institutionalised subjects" 
(Dendrinos 1992, 149). 
Another way to anal yse texts qualitatively is to go through the three 
dimensional process presented by Fairclough (1995) for discourse analysis, namely 
description, interpretation and explanation. Applying Fairclough's three dimensional 
discourse analysis approach, the analyst is to try to describe the text linguistically (i.e., 
what comprises the text and what are the linguistic properties of the text; what choices 
have been made in the presentation of the text), then interpret the relationship between 
the text and the features of discourse practice such as text production, distribution and 
consumption, and finally explain what is the relationship between the properties of the 
text and pedagogical and socio-cultural practices including ideologies and power 
relations. In this way, critical discourse analysis "sets out to make visible through 
analysis, and to criticise, connections between properties of texts and social processes 
and relations (ideologies, power relations) which are generally not obvious to people 
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who produce and interpret those texts"(Fairclough 1995, 97) and thereby the analyst 
makes an attempt to 'denaturalise' the ideologies which are 'naturalised' through texts 
(Fairclough 1995, 27). 
Another technique which could be implemented for text analysis is the process 
of categorical aggregation of similar instances to find certain patterns and also the 
direct interpretation of single cases which, though applied principally for qualitative 
data analysis (Ivanic and Weldon 1999, Stake 1995, Doheny-Farina and Odell 1985, 
Shatzman and Strauss 1973), I suggest, could also be utilised for text analysis. In sum, 
qualitative text analysis usually tries to supplement the numerical accounts of the text 
by relying on the sensibility, intuition, serendipity, and inspiration of the analyst 
(Doheny-Farina and Odell 1985) though the frameworks and criteria the analyst uses 
could also add to the validity of his/her account. 
The approaches to text analysis identified in the preceding paragraphs could be 
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Figure 8.1: Certain approaches to text analysis 
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In the same way that quantitative/qualitative research is considered by the 
research community to be a spectrum rather than a dichotomy (Silverman 2000), I 
presume quantitative and qualitative approaches to text analysis fall on a continuum 
rather than being mutually exclusive, and as such, it is possible to move between the two. 
Hence, I will make an attempt to apply multiple techniques to the analysis of the 
textbooks under investigation because, according to Ivanic and Weldon (1999), multiple 
perspectives can add depth to our understanding in the sense that they can help us to 
better explore the answers to our research questions. In so doing, I suggest the nature of 
language and language learning might better be revealed to the researcher. Moreover, 
since it is not possible to give an adequate account of a text without transcending the 
boundaries of the verbal (Kress and Van Leeuwen 1996, Pickering 1999, Kress et al. 
2000), I will also try to explore the visual texts of the course books on account of the fact 
that both verbal and visual modes (i.e., written texts and visual texts) are meaning-
making resources which should be paid heed to because "attention to one mode alone 
fails to capture the meaning of a communicative event" (Kress et al. 2000, 21). Hence, to 
analyse the object of enquiry (i.e., the EFL textbooks of Iranian high schools), multiple 
approaches will be utilised for the analysis of the object because, as Fairclough (1995) 
maintains, text analysis "demands diversity of focus not only with respect to functions 
but also with respect to levels of analysis" (Fairclough 1995, 7). 
The question which the above approaches might help to answer is how and to 
what extent the high school Iranian EFL textbooks represent the course objectives, and 
how this representation might affect the in-class activities and processes. As will be 
seen in the following sections, the techniques of absences and presences, categorical 
aggregation and direct interpretation, and frequency count are implemented to find the 
areas of convergence and divergence between the course objectives and the content of 
the textbook. To explore the pedagogical and socio-cultural ideologies invested in the 
textbook, the techniques of description, interpretation, and explanation are deployed. It 
also seems necessary to mention that I not only make an attempt to apply the above 
framework (i.e., Figure 8.1) in carrying out the textbook analysis to explore the possible 
answers to the above questions, but I also try to utilise Bachman's communicative 
competence frame (1990), Dubin's elaboration on the construct of communicative 
competence (1989), and the content of the course objectives as the analytical tools for 
this analysis and evaluation because these three analytical tools seem to be able to 
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further reveal how far the concept of communicative competence has been realised in 
the high school EFL textbooks. 
However, before providing the readers with a description and analysis of the 
textbooks, certain aspects of high school EFL textbooks need to be clarified to help open 
up further discussion. 
Certain Aspects of EFL Textbooks in Iranian High Schools 
As was stated in Chapter Five, the EFL textbooks of high school are written by three 
TEFL PhD holders who are EFL teacher trainers as well, and one of them has also 
written the Teacher's Guidebooks. It was also mentioned that the Teacher's 
Guidebooks not only act as a guide to teachers but also play the role of the syllabus. 
Since the textbooks and the Teacher's Guidebooks are written by expert consultants of 
the Ministry of Education, and since the process of production, publication and 
circulation of these books and Guidebooks are carried out under the supervision of that 
Ministry, it would seem that there is an attempt to keep the curriculum common and 
centralised, and in this way, to exercise a considerable degree of 'hegemony' 
(Fairclough 1995, 76) through constituting alliances among all educational bodies as 
well as leading them as far as material selection and consumption are concerned . In 
other words, at a macro-level of analysis, hegemony could be said to be exercised 
"both in terms of asymmetries between participants in discourse events [i.e., certain 
persons as the expert consultants of the Ministry of Education produce the textbooks as 
well as the Teacher's Guidebooks, and schools, teachers and students are to follow their 
texts], and in terms of unequal capacity to control how texts are produced, distributed 
and consumed" (Fairclough 1995, 1) [i.e., the expert consultants of the Ministry of 
Education control textbooks production, distribution of the textbooks are controlled by 
that Ministry, and consumption of the textbooks are considerably influenced by the 
educational ideologies incorporated and naturalised in the textbooks]. 
As was stated, the EFL textbooks of Iranian high schools are supplemented with 
Teacher's Guidebooks providing the EFL teachers with the objectives of the course and 
certain guidelines on how to apply the textbooks. For each textbook, there is a 
Teacher's Guidebook which is written by one of the authors of the textbooks and, like 
the textbooks, is published under the supervision of the Iranian Ministry of Education. 
Before probing deeply into the textbooks to attempt to analyse them, two points need to 
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be reiterated: First, the EFL course in Iranian high schools is objectives-based on 
account of the author who does pinpoint this fact: "Teaching foreign languages, certain 
principles should be taken into consideration which briefly include identifying the 
objectives and preparing the instructional materials toward the attainment of the 
objectives, ... "(Teacher's Guidebook I and IT, P. 2, my italics ). Second, these 
objectives have been stated in different forms: what the students are to learn and to do, 
what the teachers are to teach and to do, what language skills are to be transmitted, and 
what language items are to be learnt. Having these two points in mind, it is now 
appropriate to analyse the textbooks. 
Textbook Layout 
As was mentioned earlier, the EFL course books of Iranian high schools consist of three 
volumes each applied in one grade of high school to be covered in sixty-four hours. To 
illustrate the general layout of these books, I should maintain that each book starts with 
a title page, then a portrait of Imam Khomeyni (the first leader of the Islamic 
Revolution) with a couple of statements of his about the politics and educational 
policies of the Islamic State. This portrait is followed by a table of contents showing 
that each book contains two review exercises (one at the beginning of the book as a 
warm-up and review of previous materials to remind pupils of what they were to learn, 
and one at the end of the book as review and consolidation of what has been offered 
throughout the book), seven or eight lessons (each comprising seven sections entitled 
'New Words', 'Reading', 'Speak Out', 'Write It Down', 'Language Functions', 
'Pronunciation Practice', and 'Vocabulary') in between the two review exercises, a key 
to phonetic symbols, a list of irregular verbs, and finally a word list. Accordingly, it can 
be said that all three textbooks roughly follow the same layout. 
Analysis of EFL Textbook of Grade One 
To explore the research questions stated at the beginning of this chapter, I started 
analysing the EFL textbook of grade one by accomplishing a raw lesson-by-Iesson 
analysis of the textbook while applying the approaches to text analysis depicted in 
Figure 8.1. As was mentioned earlier, the implementation of absences and presences 
techniques, categorical aggregation and direct interpretation technique, and frequency 
count technique seems to suggest that there is partial rather than total harmony between 
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the textbook and the course objectives as stated in the Teacher's Guide and the choice 
of the activities seems to be only partially congruent with the principles of foreign 
language teaching and learning. To discuss and exemplify this theme as a probable 
answer to a part of my research questions and thereby to provide a description of 
certain EFL processes in Iranian high schools, the following section, i.e. 'Textbook 
One, Course Objectives, and FLT Principles', is divided into certain subsections. 
Textbook One, Course Objectives, and FLT Principles 
The categorical aggregation of the raw lesson-by-Iesson analyses carried out on the 
EFL textbook of grade one revealed that there seems to be only partial harmony 
between the content and activities included in the textbook and the course objectives 
stated in the Teacher's Guides. In addition, the choice of activities appears only 
partially congruent with principles of foreign language teaching and learning. This 
absence of total harmony will be elaborated and exemplified in this section. However, 
prior to that, it seems necessary to illustrate the harmony as 'partial harmony' implies 
that there is certain harmony between the course objectives and the textbooks. 
Harmony 
One of the objectives stated in the Teacher's Guide requires the improvement of the 
syntactic competence of the learner. A frequency count of the drills and exercises in the 
textbook reveals that 58 out of 126 activities are given over to the development of 
structural accuracy. In other words, about 46 percent of the activities included in the 
textbook seem to focus on the enhancement of the syntactic competence of the learner. 
Furthermore, as far as the productive skills of speaking and writing are concerned, the 
Teacher's Guide suggests the process of presenting the new language item, practising 
it, and producing it in communicative activities. The first two stages (i.e., presentation 
and practice) of this process seem to be present in all the speaking and writing activities 
in the textbook. For instance, in each lesson, there is a section called 'Presentation' in 
which a language item is introduced through a couple of examples followed by ample 
practice on the item through repetition, substitution, and transformation drills. The third 
stage (i.e. production through communicative activities) is touched upon through 
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· . 29 H h questIOn-answer exerCIses . owever, to w at extent these question-answer exercises 
are communicative and helpful in furthering the productive abilities of the learner is 
another issue that will be discussed in the section 'Improving the Speaking Ability'. In 
sum, it can be said that there seems to be certain harmony between some of the 
objectives the Teacher's Guide states and the content and form of some of the materials 
the textbook offers. 
Language Integration 
One of the objectives of the course as stated in the Teacher's Guides is to have 
integration among different language activities (Teacher's Guide 1, p. 79). The texture 
of the textbook is based on a study- skills model of language teaching and learning in 
that each lesson of the textbook consists of certain macro-skills (i.e., reading, speaking, 
and writing) and certain sub-skills (e.g., vocabulary, syntax, language functions, and 
pronunciation). In lessons four, five, six and seven, the reading texts have not been 
integrated into writing practices. In addition, in lessons two, three and eight, the reading 
texts have been utilised for writing practices at the lexical level in that the pupil is 
supposed to fill in certain blanks with the words from the reading passages; in other 
words, the pupil is asked to copy certain words of the reading passage as writing 
activities. The following example excerpted from lesson two might illustrate the point I 
have raised: 
Lesson Two, p. 26: IV. Read the paragraphs (of the reading passage) and complete the 
sentences. The number of the paragraph is given. 
1. There are many ...... countries in Asia. (2) 
2. Persian farmers ...... a lot of rice in the north. (2) 
3. Could you please ...... me with my English? (1) 
4. There is a small cat in the ...... of the house. (4) 
5. He'll take an exam tomorrow. He must stay awake ...... tonight. (5) 
The only lesson which seems to try to make integration between the reading and 
writing activities is lesson one. In section C of lesson one, i.e. Comprehension, there is 
an exercise, viz exercise IV, which asks the students to write answers to certain 
2'1 Certain examples depicting the process of 'presentation, practice, and production' are extracted from the 
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questions which are based on the reading text. However, even in lesson one, the 
integration of writing practices and reading activities does not transcend the sentential 
level in the sense that the pupil is to write single sentence answers to the questions 
based on the reading passage. The following example taken from lesson one might 
further clarify the point: 
Lesson One, p. 13: IV. Write complete answers. 
1. Where did Friedrich Froebellive? 
2. When did his mother die? 
3. What did he do at school? 
4. Why didn't Froebellike hid books? 
5. Why is a kindergarten a happy place for children? 
6. What did Froebel do? 
As was mentioned, in four of the lessons there is an absence of integration 
between the reading and writing practices, in three lessons the reading passages are 
utilised for writing practices only at the lexical level, and just in one lesson the 
integration of reading and writing practices occur at the sentential level, though even in 
that lesson no attempts have been made to utilise the reading passage for writing 
activities beyond the sentential level. 
The absence of integration among language activities might also be recorded by 
looking at the language functions presented in each lesson. Each lesson includes a 
section entitled 'Language Functions' which does not seem to have any integration with 
other sections of the lessons. For instance, I could not trace any relation and integration 
between the language functions (i.e., the function of requesting for something) in lesson 
seven, the reading passage in that lesson which is a narrative about the migration of 
birds, and the speaking and writing activities which are practices on elliptical 'that'. By 
the same token, it seems hardly possible to make integration between the language 
functions (i.e., asking about someone's family) in lesson three, the reading passage in 
that lesson which is a narrative about one of the experiences of Newton, and the writing 
and speaking activities which are practices on adjectives. In other words, the language 
functions seem to be stuck into the lessons. 
textbook and presented in the section entitled 'Improving the Speaking Ability'. 
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The absence of integration among language components can also be detected 
from lesson to lesson. In other words, the syntactic structures and the language 
functions are not repeated or practised from one lesson to another. For instance, the 
syntactic structure of 'couldn't', presented in lesson one, and 'should', presented in 
lesson two, are rarely touched upon in the exercises of other lessons. Similarly, the 
function of 'introducing a friend', practised in lesson one, and the function of 'rejecting 
a request', practised in lesson four, do not recur in other lessons of the textbook. 
Accordingly, it can be said that a kind of discreteness seems to be present among the 
language components from one lesson to another. 
In sum, the objective of integrating the language skills into one another and 
merging the language components together seems to be only partially fulfilled through 
out the textbook. According to Applebee (1996), integration occurs when the units are 
so linked and the activities are so interrelated that the early units and activities 
introduce concepts and issues that will be dealt with more methodically later, and the 
later units and activities reconnect to earlier ones. The absence of sufficient integration 
across all of the elements and parts, Applebee (1996) asserts, might bring about a 
fragmentation in the activities and lessen the sense of direction. This absence of 
integration among different parts of the high school EFL textbooks and the lack of a 
sense of direction are implied in the interview with one of the teachers: "The high 
school EFL textbooks aren't step by step and it makes no difference which book is 
taught first, second, or third; they can be used instead of one another very easily" 
(October 23, 2000). 
Inferential Abilities 
One of the other objectives of the EFL course stated in the Teacher's Guidebook is to 
enhance the inferential abilities (i.e., the ability to work out the writer's opinions and 
messages when they are not explicitly stated in the text (Teacher's Guide 1, p.53» of 
the pupil. Looking at a couple of reading texts and their comprehension questions, one 
can realise to what extent this objective has been materialised in the EFL textbooks. 
The reading text of lesson three is 'A Story About Newton' after which there 
are sixteen comprehension questions. The story and the comprehension questions read: 
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A Story About Newton 
1. One of the greatest Englishmen who ever lived was Isaac Newton. Few 
men of that time were greater or wiser than Newton but he often forgot 
small things. 
2. One morning Newton got up very early because he was working on a 
very difficult problem. He did not leave the problem to go to breakfast. 
3. But his servant thought Newton needed food. Therefore, she went to his 
room with a pan of water and an egg. 
4. She wanted to boil the egg and stay with Newton until he ate it. But he 
did not want to see anybody and said, ' 'You can leave the egg with me. 
I'll boil it." 
5. The servant put the egg on the table near Newton's watch and said: "You 
must boil it for five minutes. Then it will be ready to eat." 
6. The servant left the room, but she was afraid that Newton might forget to 
eat the egg. She returned about an hour later and found Newton standing 
by the fire. The watch was boiling in the pan and Newton was standing 
near it with the egg in hand! 
Comprehension: 
I. Answer these questions orally. 
1. Why did Newton get up early? 
2. Where did the servant put the egg? 
3. Where was Newton's watch? 
4. When did she return to his room? 
5. What did she see there? 
6. What was boiling in the pan? 
II. True or False? 
.......... 1. Newton was one of the greatest men of his time. 
'" ....... 2. He never forgot to eat his breakfast. 
......... .3. The servant took Newton's breakfast to his room . 
... ... ... .4. Newton boiled the egg for five minutes . 
... ... ... . 5. The servant was sure that Newton would eat his breakfast. 
III. Complete the sentences. Use a, b, cor d. 
1. Newton got up very early to .......... . 
a. have breakfast 
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b. solve a problem 
c. boil an egg 
d. talk his to servant 
2. The servant went to Newton's room because ....... 
a. she wanted to give him the pan 
b. Newton needed her help 
c. She wanted to give him his breakfast 
d. Newton was very hungry 
3. The servant left the room because Newton ........ . 
a. was ready to eat breakfast 
b. wanted to boil the egg 
c. was very angry 
d. wanted to be alone 
4. Newton was boiling his watch because he ........ 
a. didn't like eggs 
b. wanted to test his watch 
c. often forgot small things 
d. wanted to buy a new one 
5. Newton was standing ......... 
a. near the fire 
b. and eating his breakfast 
c. with the pan in his hand 
d. near his servant 
Among the above sixteen comprehension questions, it seems hardly possible to 
monitor more than one or two inferential questions. For instance, the answer to the true-
false item 'He never forgot to eat his breakfast' is not directly stated in the reading 
passage and the pupil is to work out the answer to this item. However, the answer to the 
question 'Why did Newton get up early?' is directly stated in the third line of the 
reading text. In sum, about fourteen questions out of sixteen are fact questions that 
could be answered directly from the reading passage without any necessity to make 
inferences. 
As another example, the reading passage of lesson eight (Eat, Clothes, Eat!) and 
its comprehension questions seem to be telling as well: 
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Eat, Clothes, Eat! 
1. One day a rich man was invited to dinner. He spent the day working in his 
garden. At sunset he didn't have time to dress for the dinner. He went in his work 
clothes. 
2. When he arrived, all the other guests were there. But nobody spoke to him. At 
dinner he was seated far from the host. No one spoke to him. 
3. He got up and went home. He washed. He dressed in fine clothes. Then he 
came back. 
4. Now the host said, " Come, sit beside me." The host passed the food to him. 
The man took the food and began putting it in his pockets. " Eat, clothes, eat." 
He said. 
5. The host was surprised at this. "What are you doing?" he asked. 
6. The man replied, " I'm feeding your guest. When I first came, no one would 
speak to me. Mer I changed my clothes, you treated me as a special guest. I'm 
still the same man. So my clothes must be important to you. I'm just giving them 
share of the food." 
Comprehension: 
I. Answer these questions orally. 
1. Why did the man go to the dinner in his work clothes? 
2. When did he arrive? 
3. Who spoke to him? 
4. Where did the guest sit? 
5. Why did he go home? 
6. What did he do at home? 
7. What did the man do with the food? 
8. Why did the host treat him as a special guest? 
II. True of False? 
....... 1. The man had dinner at home . 
... ... . 2. He was not a poor man . 
... ... 3. He didn't dress in fine clothes because he didn't have time . 
... ... 4. People didn't speak to him first. 
...... 5. The host put the food in his guest's pocket. 
III. Complete the sentences. Use a, b, c, or d. 
1. The rich man didn't change his clothes because he ..... . 
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a. didn't have any fine clothes 
b. liked his working clothes very much 
c. didn't have time to change his clothes 
d. forgot to change his clothes. 
2. When ......... , nobody spoke to him. 
a. he was very rich 
b. his clothes weren't fine 
c. he was far from the host 
d. all the guests were there 
3. The man went out because he ....... 
a. liked to go out for dinner 
b. wanted to change his clothes 
c. was invited to dinner 
d. always went out with his friends 
4. He put the food in his pocket because ....... 
a. he sometimes did strange things 
b. the host paid attention to his clothes 
c. he was an important guest 
d. he wanted to eat dinner at home 
5. "Host" means a man who ....... 
a. receives others as his guests 
b. knows all the other people 
c. goes to a party 
d. talks to everybody at a party. 
Among the above eighteen comprehension questions, it seems hardly possible to 
trace more than one or two inferential questions. For example, the answers to questions 
four and five in the multiple-choice questions are not directly stated in the reading 
passage and are to be worked out by the reader whereas the other questions have 
explicit answers in the passage. For instance, the answer to 'Why did the man go to 
dinner in his work clothes?' is stated plainly in the second line of the text. In short, the 
answers to about sixteen questions out of eighteen could be detected directly in the 
reading passage without utilising inferential abilities. 
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Lesson six is also a good example reinforcing my point that the number of 
inferential questions is very low among comprehension questions. The answers to all 
fifteen comprehension questions except one, viz the answer to the first multiple-choice 
question which should be worked out from the reading text, are directly locatable in the 
reading text without calling for any inferential abilities: 
The Boy Who Made Steam Work 
1. Many years ago there was a boy who lived with his grandmother. They lived 
in a little house in Scotland. The boy's name was James Watt. 
2. One day James was sitting near the fireplace in the kitchen. He watched the 
fire bum. After a time he asked, "Why does the fire bum, grandmother?" 
3. His grandmother couldn't answer his question. It wasn't the first time that she 
couldn't answer his question. He asked about so many things! 
4. That night James sat near the fireplace once more. But this time he watched a 
big kettle. The kettle was above the fire. The fire made the water in the kettle 
very hot. 
5. Soon the water in the kettle began to sing. 
6. "Grandmother," asked James, "What's in the kettle?" 
7. "Just water," she said. "Nothing but water." 
8. "But I know there must be something else in it," James said. "Water can't 
sing like that, can it?" 
9. "Oh, it's only the steam that you hear." His grandmother said. "The fire turns 
the water to steam. And the steam sings when it comes out of the kettle." 
10. James watched the kettle some more. The steam rising from the kettle looked 
like smoke. "How odd!" he said. "You can hardly see the steam. But it can 
move the heavy lid of the kettle. If you come closer, you can see it move." 
11. James's grandmother went over to the kettle. She could see the lid moving. 
12. "Well!" said James. "The steam from the hot water can move the lid of the 
kettle. Maybe it can move other things, too." 
13. When James Watt grew up, he didn't forget that steam could move the lid of 
the kettle. And he began to look for ways to make steam move other things. He 
worked very hard. And at last he succeeded. He built a steam engine that could 
move things like boats and wagons. He built the first steam engine that could 
reall y do work for man. 
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Comprehension: 
I. Answer these questions orally. 
1. Where did James Watt live? 
2. Did he ask many questions? 
3. What did James hear? 
4. Could he see the steam easily? 
5. What did James show to his grandmother? 
6. Did he use steam to move other things? 
II. True or False? 
........ 1. James and his parents lived in a small house in Scotland . 
... ... .. 2. One day he asked his grandmother about fire . 
... ... . .3. He asked many questions . 
... ... .4. He also asked about the kettle . 
... ... .5. James thought there was only water in the kettle. 
III. Complete the sentences. Use a, b, c, or d. 
1. James asked a lot of questions but his grandmother ..... . 
a. couldn't answer them at all 
b. always answered his questions later 
c. sometimes couldn't answer his questions 
d. didn't like to answer so many questions 
2. "Grandmother, what's in the kettle?" James asked this question because 
he ..... 
a. thought there was some fire in the kettle 
b. wanted to know about everything 
c. thought something was singing in the kettle 
d. was boiling something in the kettle 
3. When James grew up, he worked hard to ..... . 
a. move heavy things 
b. show that his grandmother was wrong 
c. build the first steam engine 
d. make heavy boats and trains 
4. James's grandmother ........... . 
a. helped James to build a steam engine 
b. could see the lid moving 
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c. made the fire bum 
d. didn't see the steam. 
Thus, since a majority of the reading comprehension questions are fact questions 
answerable by making a one-to-one relation between the comprehension questions and 
the sentences of the reading texts, there seems to be almost little attempt made to 
enhance the inferential abilities of the pupil. Nearly all the comprehension questions 
have explicit answers in the reading texts, and the objective of enhancing the inferential 
ability (i.e., the ability to work out the answers to the questions whose answers are not 
explicitly stated in the text) of the student stated in the Teacher's Guides seems to be 
only partially attended to. 
Improving Reading Comprehension 
Improving the pupil's reading comprehension ability in the target language is one of the 
main objectives of the course. In so doing, the textbook includes eight reading texts 
each followed by three types of comprehension questions: oral questions, true-false 
items, and multiple-choice questions. Since I have already presented the reading 
passage and comprehension questions of lesson eight, I will focus my discussion on the 
process of improving reading comprehension in that lesson. First, as was mentioned 
before, the answers to nearly all the questions are directly locatable in the reading 
passage without requiring the pupil to make any inferences. Second, there seems to be a 
one-to-one sequential relationship between the questions and the sentences of the 
reading text in that the answer to the first oral question is located in the second line of 
the reading passage, the answer to the second question is found in the fourth line of the 
reading text, to the third question in the fourth line, to the fourth question in the fifth 
line, to the fifth question in the fifth line, to the sixth question in the seventh line, to the 
seventh question in the tenth line, and to the eighth question in the fourteenth line. By 
the same token, the answers to the true-false questions can be located in a one-to-one 
relationship to the lines of the reading texts sequentially. Such questions do not seem to 
be able to improve the inferential and skimming (i.e., the ability to gain a general idea 
of the main points of what the reader has read) abilities of the learners. 
The third noteworthy issue is that there are certain questions from oral questions 
repeated in true-false and/or multiple-choice items. For instance, the first question in 
the oral questions asks' Why did the man go to the dinner in his work clothes?' whose 
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answer is 'because he didn't have time to dress for the dinner', and the third item in the 
true-false subsection reads 'He didn't dress in fine clothes because he didn't have 
time.', and the first item in the multiple-choice questions reads 'The rich man didn't 
change his clothes because he ... .... a. didn't have any fine clothes b. liked his 
working clothes very much c. didn't have time to change his clothes d. forgot to 
change his clothes.'; it is evident that if the leaner answers the first question correctly, 
s/he will be able to answer rather effortlessly the next two items as well. As another 
example, the third question in the oral questions asks 'Who spoke to him?', and the 
fourth item in the true-false subsection reads 'People didn't speak to him.'; in other 
words, if the pupil answers the former correctly, s/he will be likely to answer the latter 
without probing any further into the reading text. In other words, answering certain 
questions is likely to lead automatically to the response to other questions without 
requiring the student to make further struggle to extract the answer from the reading 
text. To put it another way, it can be said that certain questions in 'Comprehension' 
section have turned into an intelligence test, i.e. testing the ability of the learner to 
answer each question based on the answer s/he has provided to the previous question 
without exploring the reading passage any further, rather than approach the course 
objective (i.e., improving the reading comprehension of the pupil). 
Fourth, in instructional materials preparation, it is usually recommended that 
proceeding from recognition to production activities is preferable (Nunan 1988a) 
because recognition is said to be less demanding than production (McNamara 2000). 
Needless to say, oral questions are taken to be production activities whereas true-false 
items and multiple-choice questions are considered as recognition activities 
(McNamara 2000, Alderson et al. 1996). Moreover, the sequence of recognition-
production is advocated in the Teacher's Guide as well whereas this sequence is absent 
from the exercises of 'Comprehension' section. 
Fifth, learning certain reading strategies such as guessing the meanings of new 
words in the text, figuring out the main idea of the text, and predicting what may come 
next in the text are among the course objectives. Though certain attempts seem to have 
been made in the comprehension questions of the reading texts to improve these 
reading strategies, my class observations seem to suggest that students hardly apply 
these strategies while reading the texts. One of the reasons for this might be what Harris 
(2002) calls lack of explicit strategy instruction. She writes: " ... we might also need to 
provide structured guidelines as to how to read. Such strategies have become for us part 
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and parcel of how we read an unfamiliar language, yet we cannot assume that pupils 
realise the value of [applying such strategies]" (Harris 2002, 194). Harris also 
maintains that " ... recent studies have started to explore the potential benefits of 
'Strategy Instruction' (SI), with promising results (McDonough 1999)" (Harris 2002, 
191). To sum up, neither the textbooks nor the in-class activities provide students with 
explicit strategy instruction. 
In brief, the above analysis seems to suggest that improving the reading 
comprehension ability of the pupil as one of the main course objectives is only partially 
attended to. 
Enhancing the Ability to Guess and Produce New Lexical Items 
One of the course objectives has been stated as enhancing the pupil's ability to guess 
the meanings of new words. To enable the pupil to guess the meanings of the new 
words, three activities are assigned to him/her at the beginning of each lesson: Guessing 
the meaning of new words contextualised in sentences, answering certain questions 
related to the contextualised words in order to promote the pupil's ability to produce the 
new words, followed by a matching vocabulary exercise or a fill-in-the-blank practice 
to reinforce the lexical items the pupil has already learnt. The categorical aggregation 
of my raw analysis revealed the following points: 
The context of some of the sentences in which the new words have been 
inserted is not rich enough (i.e., does not include sufficient context clues) to enable the 
learner to guess the meanings of the new words. For instance, in lesson one, the context 
of the sentence 'There are many flowers, plants, and trees in this garden. This is a pretty 
garden' does not appear rich enough to guide the learner to induce the meaning of the 
word 'pretty'. As another example, the context 'Children love their mothers and 
fathers' does not seem to provide the learner with sufficient context clues to guess the 
meaning of the new lexical item (i.e., 'love') from the context. Furthermore, the picture 
belonging to this sentence depicts two children playing with their toys, a child playing 
with his father, and the mother watering flowers. This picture might misguide the pupil 
to induce the meaning 'play with' for the new word 'love'. Similarly, the context of the 
sentence 'When I grow up, I will buy a garden. I will grow flowers in my garden' does 
not seem to include sufficient context clues to guide the pupil to the meaning of the 
word 'grow up'; in other words, this word could be wrongly interpreted as ' become 
rich' or 'learn gardening'. Likewise, in lesson four, the sentence 'We pushed the table 
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near the wall' does not appear to help learner to guess the meaning of the new word 
'pushed' due to the absence of sufficient context clues. By the same token, sufficient 
context clues seem to be absent from the sentence 'You can play outside, but you 
mustn't leave the yard'. A beginner might induce meanings such as 'alley' or 
'neighbourhood' for the new word 'yard'. In the same lesson, the context 'I always sit 
beside Reza in the classroom' does not look to provide the learner with sufficient 
context clues to guess the correct meaning of the new word 'beside' because a beginner 
is very likely to infer different meanings for the word 'beside' from that context: near, 
behind, in front of, and far from; in other words, there are no context clues to falsify 
any of these guesses. 
As another example, in lesson seven, the sentence 'All animals and plants need 
air' does not appear to include ample context clues to guide the student to guess the 
meaning of the word 'air' because in that sentence the word 'air' could be replaced with 
words such as 'water', 'food', and 'a mixture of gases surrounding the earth', none of 
which could be ruled out by the context clues of the sentence. Looking at the questions 
following this context, viz 'Do birds need air?' and 'Is there air in this room?', it can be 
seen that they do not appear to help the student to guess the meaning of the word 'air' 
because they do not add any further clues to the context and the word 'air' can be 
replaced with the meanings 'food' and 'water' in those two questions. 
In the same way, some of the sentences in lesson eight which are to help the 
learner to guess the meanings of new words seem to come short of sufficient context 
clues. For instance, the sentence 'I must change my shirt. It is dirty.' does not seem to 
include enough context clues to help the pupil to guess the meaning of the new word 
'change' correctly because the context is so that the possibility of certain wrong 
alternatives is not ruled out; in other words, the word 'change' can also be replaced 
with meanings such as 'wash', 'take off', and 'clean' whereas the meanings 'replace' or 
'alter' are perhaps the most appropriate alternatives. To sum up, some of the sentences 
provided as contexts to the new words in order to guide the pupil to guess the meanings 
of the new lexical items do not appear to approach this objective. 
The questions provided after the contextualised new words are to enable the 
pupil to produce the new lexical items they have already learnt. In this regard, some of 
the questions do not seem to ask the pupil to produce but to copy the already given 
sentences. For instance, in lesson one, one of the contexts provided for one of the new 
words and the question following it read as follows: 'When I grow up, I will buy a 
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garden. 1 will grow flowers in my garden.' 'What are you going to do when you grow 
up?' It is evident that the pupil is likely to answer this question by simply copying the 
stretch of words 'I will buy a garden' from the main sentence. In lesson two, the first 
sentence and its related questions in the section 'New Words' are as follows: 'This man 
has a monkey. The monkey is on top of the tree. The monkey has a coconut in his 
hand.' 'Where is the monkey?' 'What does the monkey have in his hand?' None of 
these questions require production because production seems to entail creation whereas 
what is likely to happen while answering such questions is copying the answer from the 
main sentences. Likewise, in lesson eight, the context provided to the new lexical item 
reads 'The host passed the food to the guest' which is followed by questions 'What did 
the host do?' and 'What did the host pass to the guest?' neither of which requires the 
pupil to produce anything but to copy the answers directly from the given sentence. The 
categorical aggregation of the raw analyses carried out on the textbook disclosed a 
considerable number of such copying procedures, but for brevity, 1 have presented just 
a few examples in here. Thus, the objective of enabling the student to produce the 
lexical items whose meanings s/he has already guessed is partially achieved because, as 
1 mentioned, production is different from copying in that the former seems to entail 
creation (Le., ability to make and understand brand-new utterances in communicative 
situations) whereas the latter deals with imitation and reproduction. 
Vocabulary matching and/or fill-in-the-blank exercises are also among the 
activities which are to reinforce the learning of the lexical items the pupil has already 
guessed. These exercises are, in terms of course objectives, useful to reinforce what the 
pupil has already learnt; however, they seem to have certain limitations. Looking at a 
couple of matching and fill-in-the-blank exercises might clarify the point: 
Lesson One: Practice your new words. Find the meanIng of the underlined 
words. 
1. She loves flowers and plants. 
2. My mother works in a school for little children. 
3. When I become older 1 will buy a garden. 
4. My little brother loves his kindergarten. 
S. I paid 500 rials for that book. 





Lesson Two: Practice your new words. Find the meaning of the underlined 
words. 
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1. Many animals can climb trees. 
2. Farmhands help farmers. 
3. The cows are eating grass in the field. 
4. Monkeys do funny things. 
5. Farmers raise plants and vegetables. 
a. grow 
b. go up 
c. farm workers 
d. things that make 
us laugh 
e. a piece of land 
Lesson Seven: Practice your new words. Fill in the blanks with correct words 
from the list. 
Get lost, fly, air, during, distance, asleep, still 
1. I can walk the .... .in about two hours. 
2. The cat is ..... on the wall. 
3. Some birds cannot ..... 
4. If you don't know your way, you may ..... 
5. WE need ..... and water to live. 
6. We don't go to school .... .the summer. 
7. He is ..... working. He wants to finish his work before he goes to bed. 
In lesson one, out of twelve new lexical items, only five have been practised in 
the matching exercise. In lesson two, out of fifteen new words, only five have been 
worked on in the matching exercise. In lesson seven, out of ten new lexemes, only 
seven have been reviewed in the fill-in-the-blank exercise. Furthermore, in all cases, the 
number of meanings to be matched with the underlined words or to fill in the blanks 
equals the number of underlined words or the number of the blanks; however, it is 
usually suggested that in matching drills and fill-in-the-blanks, the answers should 
outnumber the underlined words in order that the pupil cannot match the last word with 
its meaning without knowing the meaning of the word (Alderson et al. 1996, 
McNamara 2000). In other words, the chance of wild guessing has not been ruled out. 
Moreover, fill-in-the-blank and matching exercises are a kind of 'fixed response 
format' (McNamara 2000) requiring the learner to choose between certain presented 
alternatives rather than constructing a response. Fixed response format is not useful for 
improving and testing the productive skills because it only requires picking out one 
item from a set of given alternatives (McNamara 2000). In other words, these activities 
solely deal with the enhancement of recognition ability of the learner and do not enter 
the area of production (see Table 5.2). To improve the lexical production ability of the 
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leamer, 'constructed response format' (McNamara 2000) exerCIses such as doze 
exercises can be deployed which seem to reduce the effect of wild guessing and, in 
some ways, to be more authentic; in other words, constructed response format, which is 
also advocated in the course objectives under the banner of doze exercises, seems to be 
able to better achieve the course objectives as far as vocabulary learning is concerned: 
It not only would engage the pupil in word recognition but also would involve him/her 
in word production (see Table 5.2); moreover, since the cohesive devices might have 
been deleted in the doze exercise and the pupil is to provide them in addition to 
understanding the whole text to be able to fill in the blanks, doze exercise could 
enhance the textual competence of the learner as well. In short, the above description 
and analysis seem to suggest that the objective of guessing the meaning of new words 
and producing them is only partially achieved. 
In addition, at the end of each lesson, an alphabetically arranged list of new 
words of the lesson is available. This glossary sometimes contain 'sixty nine' new 
lexical items (e.g., the glossary in lesson two), and since each lesson is to be covered in 
six hours, I wonder whether it is feasible to teach and learn such a large 'quantity' 
(Applebee 1996,56) of vocabulary items properly. As Applebee argues, "if there is too 
much material to cover- and pressure for coverage is usually the villain here- dialogue 
is almost of necessity supplanted by monologue, in which the teacher reverts to telling 
students what they need to do" (Applebee 1996, 56). He also contends that for 
students, too much material turns the course into an exercise in memorisation rather 
than giving them the chance to be involved in the process of evolving through 
exploring. "For teachers, and more particularly for textbooks, the attempt to cover too 
much produces a curriculum that is bereft of the focus that should give life to the study 
of any subject" (Applebee 1996, 58) in the sense that the teacher might run short of 
time for having enough conversation and interaction with the pupils on each aspect of 
the material and covers the material perfunctorily. Furthermore, if the new words and 
phrases are not applied in the conversation between the teacher and students and among 
students, the result will be knowledge-out-of-context (which is static, decontextualised, 
unproductive and entails only knowing) rather than knowledge-in-action (which is 
dynamic and living and entails knowing as well as doing). In conclusion, the quantity 
of the vocabulary seems enormous and this might cause out-of-context memorisation 
rather than learning through doing and communication which, according to Mercer 
(1995) and Lave and Wenger (1991), are essential to learning if the learners are to be 
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able to use and perform their learnt skills. Moreover, whether these new words are 
learnt through conversation and doing depends on the teacher's activity and creativity. 
Not all teachers are that creative. 
Improving the Speaking Ability 
One of the course objectives has been stated as enabling the students to participate in 
the class activities applying the target language orally and enabling them to convert 
their thoughts and ideas to an oral message within the range of the material they have 
worked on in the class. To enable the students to achieve this objective, certain types of 
activities are included in the textbook: oral comprehension questions, repetition drills, 
substitution drills, transformational drills, question and answer drills, and situational 
exercIses. 
While describing and analysing the approach of the textbook to the objective 
'Improving Reading Comprehension', I exemplified and argued that there is a 
sequential one-to-one relationship between the oral comprehension questions and the 
sentences of the reading text. In other words, the student is to directly copy from the 
text the answers to the oral questions and read them out loud. Needless to say, locating 
the answers in the reading text and copying them do not seem to require any creativity 
and productivity. 
To analyse the other speaking activities present in the book, I will provide the 
readers with a couple of these activities so that they can follow my line of argument: 
(Page 39) Speaking 1: 
Repeat after your teacher. 
1. This pencil is as short as that pencil. 
2. This ruler is as long as that ruler. 
3. This man is as old as that one. 
4. This car is as clean as that one. 
5. This tree is as tall as that one. 
Speaking 2: 
Combine these sentences. Follow the model. 
Model: This ruler is long. That ruler is long. 
This ruler is as long as that ruler. 
1. This man is fifty years old. That man is fifty years old. 
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2. This car is smalL That car is smalL 
3. Reza is six feet tall. J avad is six feet tall. 
4. These shoes are size 36. Those shoes are size 36. (large) 
5. This dictionary has many pages. That book has many pages. (large) 
Speaking 3: 
Substitute the words in the pattern sentence. 
Mr Karimi is as tall as Mr Bahrami. 
1. clever 
2. old 
3. This watch/ his watch 
4. expensive 
5. good 
6. my bicycle/ your bicycle 
7. fast 
8. small 
9. our house/ their house 
10. village 
I think the most important point about this section as the first subsection of 
'Speak Out' and its drills is that all the drills are mechanical in the sense that there is 
only one correct response to the drill which is already known by the teacher. In other 
words, there is no proceeding to meaningful and communicative drills which are 
required by the course objectives. This means that the conditions necessary for 
communication (Larsen-Freeman 1986, Harris et aL 2001), viz information gap (i.e., a 
piece of information known by the speaker but unknown by the hearer), choice 
(freedom to choose what to say and how to say it), feedback (linguistic and non-
linguistic reactions of the hearer indicating whether s/he has understood the speaker 
properl y and whether s/he confirms or disconfirms what the speaker has said), and 
communicative purpose (i.e., an aim to reach through communication) are not required 
or met by these drills. It can be said that these mechanical drills at best may enable 
students to manipulate a structure parrot-like and augment their syntactic competence, 
but they hardly seem to promote their communicative abilities, pragmatic 
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competence30, and creativity in language use. Drawing on Hawkins (1987), Harris et al. 
(2001) discuss such drills as follows: 
... a lot of valuable time can be wasted on individual drilling of the basic 
structure which then rarely stretches beyond very simple and inauthentic 
pair work activities that are usually purely formal, devoid of any 
intention to achieve a result (Hawkins 1987, p256). There is a 
fundamental difference between this rather passive language 
manipulation, where pupils use the topic language without any attempt 
to adapt it for their own purposes, and more active language production; 
the spontaneous speech act with no thought of whether the form is 
correct or not but simply aimed at solving a problem (Hawkins 1987, 
p256). (Harris et al. 2001, 74) 
In other words, all the limitations attributed to audio-lingualism discussed in 
Chapter Three are also relevant to these drills31. All in all, this section seems unlikely to 
make students gain creative production, and hence, it does not seem to approach the 
objectives of improving the ability of communicating ideas (see Table 5.1) though it 
may touch upon the objective of acquiring syntactic competence (see Table 5.2). 
The second subsection of 'Speak Out' consists of repetition drills accompanied 
with certain illustrations, then substitution drills, and finally a speaking task: 
(Pages 40 and 41) Speaking 4: 
Repeat after your teacher. 
Example: Jim is fatter than Bob. 
1. This hotel is newer than that hotel. 
2. The boy is older than the girl. 
3. The man is taller than the woman. 
4. This car is bigger than that car. 
5. The car is newer than the bus. 
6. The boy is younger than the girl. 
7. The dictionary is larger than the book. 
Speaking 5: 
30 Readers are referred to the diagram depicting the construct of communicative competence and its 
components adopted from Bachman (1990) in Chapter Three. 
31 Readers are referred to my elaboration on the theoretical (i.e., linguistic and psychological) and practical 
limitations of audio-lingualism and audio-lingual drills and their effects on EFL textbooks of Iranian high 
schools in Chapter Three. 
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Substitute the words in the pattern sentence. 







7. that boy 
8. your friend 
Speaking 6: 
Now look at the pictures in your book or the things and people around you and 
make some sentences like the ones in speaking 2 and speaking 3. 
Although the authors' ideal of practice-production seems to be present in this 
section and the learner might access accuracy and enhance his/her syntactic competence 
through these exercises, a few points about this section need to be explained. First, 
repetition and substitution drills appear mechanical and have no resemblance to any 
communicative situation (Brooks 1960, Yule 1996); in other words, practice on 
language form is done in isolation bearing "no pretence of being communication" 
(Brooks 1960, 146) and without any reflection of "the interactional nature of actual 
language use" (Yule 1996, 193). Second, the speaking task at the end of this section 
instructs pupils to do the following activity: "Now look at the pictures in your book or 
the things or people around you and make some sentences like the ones in speaking 2 
and speaking 3". In other words, the pupils are asked to make sentences containing 
adjectives of equality. Although this task can be considered as a sort of production 
activity, it lacks the four prerequisites for communication mentioned above, viz 
information gap, choice, feedback, and purpose; in other words, even this task is a kind 
of meaningful but not communicative exercise, required by the course objectives, in the 
sense that it does not engage the learner in an actual interactional use of language; it is a 
type of pattern practice. As Widdowson (1978) argues, a sentence can have two 
meanings: signification which refers to the meaning of the sentence as an instance of 
usage and value which indicates the meaning of the sentence when it is put to use for 
communicative purposes. According to Widdowson, even in situational drills, such as 
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exercise 6 in 'Speak Out' , there lies a demonstration of usage rather than use because if, 
for instance, the teacher and pupil see objects A and B and their size, a sentence such as 
'A is as big as B' will not fulfil a normal function since in ordinary circumstances 
people do not usually communicate about something they already know; in other 
words, such strings of words, according to Widdowson, have signification as sentence 
but no value as an instance of use. Widdowson (1983) reiterates that such situational 
drills have the appearance but not the reality of communication because they are 
associated with linguistic structures; "they are used as means towards imparting 
linguistic competence"(Widdowson 1983,82). To sum up, the exercises included in 
'Speaking Out' seem at best good as mechanical pattern practice but inefficient as a 
means to improve oral communicative abilities of the learner (see Tables 5.1 and 5.2). 
As another example, the activities in 'Speak Out' section of lesson six are 
reproduced and analysed: 
(Page 73 and 74) Speaking 1: 
Listen and repeat. 
1. Your pen isn't on the desk, is it? 
2. Parvin was running in the yard, wasn't she? 
3. You can see them in the classroom, can't you? 
4. They don't live on this street, do they? 
5. There is some water in the kettle, isn't there? 
6. You will see Ali tomorrow, won't you? 
7. He wasn't at home last night, was he? 
8. You could drive a car two years ago, couldn't you? 
9. We mustn't speak Farsi in class, must we? 
10. Children should go to bed early, shouldn't they? 
11. They go to school by bus, don't they? 
12. Zahra wrote the sentence carefully, didn't she? 
Speaking 2: 
Add short questions to these sentences. 
1. The teacher speaks English very fast, ....... ? 
2. The students are listening to the teacher, .. , .... ? 
3. Some of the students came late today, ...... ? 
4. The students speak English every day, ...... ? 
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5. The class begins at 8 o'clock, ....... ? 
6. The school library is open now, ....... ? 
7. The teacher came late, ....... ? 
8. The students didn't come late, ...... ? 
9. We can't speak Arabic well, ..... ? 
10. We aren't busy every day, ........ ? 
As it can be seen, this 'Speak Out' section consists of two subsections: 
'Speaking l' which is a repetition drill and 'Speaking 2' which is an addition drill. 
What seems evident is that neither of these two drills is communicative in terms of 
choice, information gap, purpose, and feedback because these factors (which make the 
interaction communicative) are absent from them. For instance, repeating the sentence 
'Your pen isn't on the desk, is it?' by the student after the teacher deprives the student 
of what to say and how to say it (i.e., choice), leaves no information gap between the 
teacher and the student because both of them are aware of the information content of 
the sentence, includes no communicative purpose because its only purpose can be the 
enhancement of syntactic competence, and encompasses no feedback in terms of 
understanding or lack of understanding of the interlocutor. In other words, this drill at 
best may enable the learner to repeat certain sentences which are decontextualised and 
do not seem to promote the creativity (i.e., ability to make and understand brand-new 
utterances in communicative situations) of the pupil. It goes without saying that 
repetition assumes imitation whereas communication transcends imitation and requires 
creativity. 
In the same way that repetition drills seem unlikely to elevate the communicative 
ability of the pupil, addition drills (i.e., 'Speaking 2') are mechanical in the sense that 
there lies one correct answer to each item which is already known by the teacher and 
which seems to assume no purpose except enabling the pupil to manipulate a structure 
automatically without thinking over the meanings, functions, uses, and the contexts of 
situation to which that structure could be applied. For instance, the addition exercise 
'The teacher speaks English very fast, .......... ?' or 'The students are listening to the 
teacher, ......... ?' just might enable the pupil to add a phrase to an already made 
sentence manipulatively and automatically because such activities lack any 
resemblance to normal communication in which the speaker is to create contextualised 
utterances which assume choice, information gap, communicative purpose, and 
190 
feedback. In other words, the drills in ' Speak Out' do not appear to enhance the 
communicative ability of the learner due to their mechanical pattern-practice nature 
which is far away from actual language use though such drills might augment the 
syntactic competence of the learner. Having carried out a series of longitudinal and 
cross-sectional studies on the effects of pattern practice drills, Lightbown (1999) 
elaborates on her findings in the following way: 
... focus on accuracy and practice of particular grammatical forms does 
not mean that learners will be able to use the forms correctly outside the 
classroom drill setting or to continue to use the forms correctly once 
other forms are introduced. Not surprisingly, this type of instruction did 
not seem to favour the development of fluency and communicative 
abilities either. (Lightbown and Spada 1999, 120) 
In other words, pattern practice drills seem far-fetched to enable the pupil to 
communicate in the foreign language. 
The last example regarding speaking activities which seems to reinforce my 
argument is excerpted from lesson seven: 
(Pages 84, 85, 86) Speaking 1: 
Substitute the words and make new sentences. 






6. your friends 
7. Mr Karimi 
8. works in that building 
9. teaches Arabic 
10. can't see them 
11. is a mechanic 
12. is from Tabriz 
13. is watching TV 
14. is going to work 
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Speaking 2: 
Make new sentences using think, believe, know, guess, hope. 
Example: Teacher: Winter is coming. (know) 
Student: I know (that) winter is coming. 
1. The birds are flying south. (think) 
2. They fly to warmer places. (guess) 
3. We must leave now. (think) 
4. This is true. (believe) 
5. Nobody knows the answer. (think) 
6. They will discover a new way to solve the problem. (hope) 
7. The weather will be nice tomorrow. (hope) 
8. Nobody knows the answer for certain. (think) 
Speaking 3: 
Make new sentences. Answer individually. 
Example: Winter is coming. 
They know (that) winter is coming. 
1. The birds are flying south. 
They know ............... . 
2. Birds don't have maps to show them the way. 
We know ................. . 
3. The weather will be nice tomorrow. 
I hope ..................... . 
4. Some birds migrate short distances. 
They think ................ . 
5. Others fly thousands of miles. 
We guess ................. . 
6. You can visit the city. 
I hope ..................... . 
Speaking 4: 
Student A reads the question, student B answers the question. 
Example: Student A. Which season is coming, winter or spring? 
Student B. I know winter is coming. 
1. Where do the birds fly, to warmer or cooler places? 
2. What do the birds do during the day, rest or fly? 
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3. When do the birds migrate, in autumn or winter? 
4. Where do the birds return, to the same places or to different places? 
5. Which do you guess is heavier, a cow or an elephant? 
6. Which do you believe is faster, a car or a train? 
The practices in 'Speak Out', as it can be seen, comprise substitution drills, two 
types of addition drills, and question-and-answer exercises. I have already argued that 
substitution drills are mechanical, out-of-context, and rote learning. Likewise, addition 
drills such as 'The birds are flying south. They know (the birds are flying south)' are 
also mechanical, out-of-context, and rote learning. Similarly, question-and-answer 
exercises such as 'A. Which season is coming, winter or spring? B. I know winter is 
coming.' are mechanical in the sense that they have only one correct answer which is 
already known by the teacher. They are also out-of-context in that there is no 
information gap between the interlocutors and there is no communicative purpose in 
asking and answering the question; further, they are rote learning in terms of being a 
pattern practice focusing on a syntactic structure rather than meaningful learning of 
language. 
Applebee (1996) believes that such exerClses (i.e., mechanical drills) only 
involve the learner in conversations that will lead him/her to learning about language 
rather than participating in communication. Applebee draws a distinction between 
knowledge-out-of-context and knowledge-in-action. He argues that knowledge-out-of-
context is only knowing about something whereas knowledge-in-action refers to 
learning something by doing it (e.g., learning to communicate by communicating, 
learning to speak by speaking, learning to write by writing, etc.); in other words, 
according to Applebee, knowledge-in-action grows out of involvement in a tradition 
through conversation (i.e., doing) rather than manipulating the rules of procedures (i.e., 
sheer knowing). Interviewing a high school pupil, Applebee argues that mechanical, 
out-of-context, rote learning practices are odd and meaningless to the students: " ... I 
didn't really enjoy it [i.e., the course] that much, because it seems like most of the 
teachers know the answer they are looking fOT. ... It is odd like that"(Applebee 1996, 
22). In other words, because the drills in 'Speak Out' section are out-of-context, they 
might at best lead to knowledge-out-of-context which is knowledge about language and 
its rules. 
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Knowing 'about' language and knowing the language are, in fact, similar to 
knowing the rules of driving and knowing driving in practice; although the knowledge 
of driving rules can be helpful, they do not make anybody a driver (Grenfell and Harris 
1999, Johnson 2001). "Driving instructors, for example, understand that 'knowledge 
about' driving ... is quite different from 'knowing how to' drive" (Johnson 2001, 104). 
As Polanyi puts it, "Rules of art [i.e., formal knowledge or knowledge-out-of-context] 
can be useful but they do not determine the practice of art [i.e., knowledge-in-action]" 
(Polanyi 1958, 50). Similarly, Johnson (2001), drawing on Anderson (1983, 1985), 
elaborates on a distinction between declarative and procedural knowledge. He 
maintains that some language teachers are aware of this distinction and they understand 
that "having declarative knowledge of language is quite different from being able to 
speak it" (Johnson 2001, 104). He also states that there are lots of people who know 
well 'about' English, but who cannot create a sentence in the language. He, thus, 
contends that declarative knowledge is necessary but insufficient and that we should 
not stop at declarative knowledge but move towards procedural knowledge. Likewise, 
Pachler (1999 a) argues that though declarative knowledge can be helpful, teaching 
declarative knowledge by itself is inadequate. Pachler contends that learners need to be 
given ample opportunity to use the foreign language to express personal meaning, and 
in this way, to improve their procedural knowledge. On the whole, the exercises in 
'Speak Out' do not seem to elevate the leamer's oral communicative abilities because 
such abilities appear to come through communication in context not pattern practice out 
of context. The issue of enabling students to 'participate' in class activities applying the 
foreign language, which is one of the course objectives, will be fully dealt with in the 
section entitled 'Textbook Explanation' on page 212. 
Acquiring the Writing Skill 
One of the other course objectives, according to the Teacher's Guides, is to enable 
students to communicate through the written mode of the foreign language. This 
objective is to be attended to mostly through the 'Write It Down' sections of the 
lessons. The categorical aggregation of my raw analysis on the textbook seemed to 
reveal that there was no resemblance between real writing practices in communicative 
situations, such as letter writing and writing composition, and the writing activities 
present in the textbook. To further elaborate on this point and enable the reader to 
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follow my line of argumentation, two of the writing activities typical of writing 
exercises included in the textbook will be reproduced: 
(Pages 74 and 75) Writing 1: 
Complete these sentences with short questions. 
Example: Statement Short question 
You are busy, aren't you? 
1. You know us, .......... ? 
2. The students come to class every day, ........... ? 
3. James built the first steam engine, .......... ? 
4. He worked hard yesterday, .......... ? 
5. We want to learn English, ........... ? 
6. You live near here, ........... ? 
Writing 2: 
Complete these sentences with short question. 
Example: Statement Short question 
The teacher isn't late, is he? 
1. He doesn't speak French, .......... ? 
2. The 1 ibrary isn't open now, ........ ? 
3. You don't want to leave, ........... ? 
4. They don't live near here, ......... ? 
5. James didn't build a ship, ......... ? 
6. We couldn't answer all the questions, ........ ? 
7. We didn't come late, ........... ? 
8. The students weren't busy yesterday, ....... ? 
The 'Write It Down' section comprises two subsections which instruct students 
to complete certain sentences with tag questions. The first feature of these two writing 
exercises, which is likely to catch the attention of any analyst, is that affirmative 
statements are thoroughly insulated from negative statements whereas in natural 
writing, such as writing letters and compositions, these two types of statements are not 
separated from each other; in other words, this insulation reduces the authenticity of the 
activity. Another complementary exercise consisting of a combination of both 
affirmative and negative statements could have added to the authenticity of the activity. 
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Furthermore, these two exercises do not seem to develop the leamer's knowledge of 
cohesion and coherence beyond the sentential level because the sentences are unrelated 
and unrelatable to each other. In addition, as far as mechanics of writing are concerned, 
although the learner might learn about certain rules of punctuation and capitalisation, 
s/he is not required to produce them because the beginning of the sentences are already 
capitalised and the necessary punctuations are already inserted into the exercises, and 
consequently, there is no room to produce capital letters or punctuations. Moreover, 
these exercises at best might enable the learner to produce certain phrases at the end of 
sentences and do not train the learner in communicating effectively and flexibly 
because these exercises do not transcend the phrasal and sentential level of language 
production, are decontextualised, and focus on form rather than content; in other words, 
such writing exercises lack any "resemblance to the interactional nature of language 
use" (Yule 1996, 193). The last point to be mentioned about these drills is that since 
they are out of context, communicatively purposeless, and leaving no choice and 
information gap, they are mechanical drills in nature training the learner in certain 
kinds of patterns; in other words, these drills seem to tum into pattern practice trying to 
augment only structural accuracy rather than communicative abilities. All in all, the 
'choices' made in presenting 'Write It Down' exercises are in a way that these 
exercises just appear to consolidate certain linguistic forms, and the attainment of other 
objectives of writing activities (see Table 5.1) seem absent from these drills. 
In conclusion, since the 'Write It Down' is out of context and since it does not 
meet the prerequisites of communicative activities, it does not look like any authentic 
communicative activities (i.e., real writing communication). 'Write It Down' seems to 
have turned into pattern practice promoting only the accuracy of the learner rather than 
making him/her communicatively competent (see Table 5.1). Accordingly, since such 
writing activities do not seem to involve the pupil in any authentic writing practices, it 
can be asserted that they are less likely to lead to knowledge-in-action though they 
might culminate in knowledge-out-of-context and thereby in structural accuracy. 
Syntax 
Learning the syntactic structures of the foreign language and enhancing the pupil's 
structural accuracy is one of the main objectives of the course. This objective is attained 
through deductive and/or inductive approaches to structure presentation. The result of 
my raw analysis shows that ample work seems to have been done on teaching the 
196 
syntactic rules of the foreign language to the pupil. A frequency count shows that the 
proportion of structural accuracy-oriented exercises to the totality of all exercises in the 
book is 58/126 which means that almost 46 percent of the exercises are given over to 
structural accuracy. Looking at the structural presentations in each lesson, one will 
realise that there are ample pattern practice drills to enhance the pupil's syntactic 
competence. 
The only point about these structural drills, as was mentioned earlier, is that 
nearly all of them stop at mechanical and meaningful exercises and do not enter the 
realm of communicative drills and open-ended activities. In other words, they mostly 
appear to stop at usage (knowledge of rules) and do not enter the domain of use (using 
the knowledge of rules for effective communication) whereas both of these aspects are 
required in the Teacher's Guides (pp.20-1). According to the Teacher's Guides, as far 
as use and usage are concerned, the optimal is "to provide a combination of activities 
which are both related to the student's knowledge of the formal properties of the 
language and the ability to apply this knowledge in communicative contexts" 
(Teacher's Guides, p. 21). The presentation of language structures through pattern 
practice drills such as repetitions, substitutions, and transformations seem to lead to 
knowledge of rules rather than ability to use. 
Regarding the quality of instructional curricula, Applebee (1996) asserts that 
one aspect of this quality deals with the ability of the instructional materials to support 
meaningful conversation and discussion. He contends that materials which are too 
transparent do not support much conversation and discussion in the classroom and 
might lead to knowledge-out-of-context. Applebee also writes, "Such a curriculum of 
knowledge-out-of-context may enable students to do well on multiple-choice items. It 
does not enable them to enter on their own into our vital academic traditions of 
knowing and doing" (Applebee 1996, 33). In sum, it seems that the objective of usage 
is well attended to though the objective of use does not appear properly approached. 
The issue concerning to what extent these pattern practice drills invite the pupil into the 
process of doing and participation and thereby affecting the in-class teaching and 




Another objective of the course has been stated as enabling students to understand and 
to be understood as far as the pronunciation of the foreign language is concerned. In 
other words, both the recognition and production of sounds are to be worked on. Since 
all the 'Pronunciation Practice' sections throughout the textbook are similar in their 
approach, I will reproduce and discuss one of them as a telling case: 
Pronunciation Practice (page 78): 
1. Practice the following words with the sound leII as in "say". 
a, j, k, h may same 
say April wait 
8,18,80 take name 
ate place stay 
they weight vacation 
2. Listen to your teacher's pronunciation and repeat these sentences after him. 
A. They say they'll take a vacation. 
B. They stayed eight days in May. 
C. They say it may rain in April. 
As it can be seen, 'Pronunciation Practice' in lesson six tries to train students in 
pronouncing the diphthong leI I. This section consists of two exercises both of which 
are repetition drills. The first exercise starts with letters in which the diphthong leI I are 
used (e.g., a, j, k, h) and then proceeds to words in which that diphthong is applied 
(e.g., say, stay). The second exercise inserts this sound into sentences to further 
contextualise it (e.g., They say it may rain in April). As it can be seen, a synthetic 
approach (Wilkins 1976, Richards and Rodgers 1986, Nunan 1988a) is applied in the 
presentation and practice of the sound leI I in the sense that the exercises move from the 
smaller constituents of language (Le., letters) to larger ones (Le., words and then 
sentences).32 However, natural communication is not restricted to single isolated 
sentences, which are out of context, but transcends the boundaries of sentence and is 
much more than the accumulation of parts. Moreover, language production, according 
32 Readers are referred to the section entitled 'The Audio-Lingual Method' in Chapter Three to further 
realise the concept of synthetic syllabi and their relations to audio-lingualism. 
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to Lightbown and Spada (1999) is more than rote repetitions; in other words, repeating 
certain sounds even in sentences does not imply that the learner can pronounce them 
correctly in natural communicative situations outside the classroom (Lightbown and 
Spada 1999). In addition, in the front matter of the book, the authors point out that in 
the pronunciation sections, the students are not needed to learn the meaning of the 
words which have not been taught yet. This lack of dealing with meaning adds to the 
rote nature of the drills in the pronunciation section. In sum, it seems unlikely that, as 
far as pronunciation learning is concerned, the objective of to understand and to be 
understood (see Table 5.2) could be achieved through such repetition drills. In other 
words, the 'choice' of repetition drills as the sole practice in this section seems to 
indicate that repetition has been equated with production whereas, I suggest, production 
is an activity beyond the limitations of imitation because imitation appears to require 
lower levels of cognitive activities while production could involve the learner in higher 
levels of cognitive activities. 
Learning Language Functions 
In each lesson of the textbook, a section is given over to language functions to enable 
the pupil to use these functions. For instance, 'Language Functions' section in lesson 
six consists of two main subsections: 
Language Functions (Lesson Six): 
Talking about Appearance: 
1. 
2. 
A. What does he look like? 
B. He's quite good-looking. 
A. How does she look like? 




Talking about Age, Weight, Hair Colour: 
1. 
A. How old is he/she? 
B. He/She is twenty five. 
2. 
A. How much do you weigh? 
B. I weigh (about) 62 kilos. 
3. 
A. What colour is Babak's hair? 




Now practice with a friend. 
Talk about your friends and people in your family. 
Example: A. Is his child good looking? 
B. Yes, he is. 
1. Is he/she very tall? 
2. How old is our teacher? 
3. What colour is your father's hair? 
4. How much does your father weigh? 
5. What's your friend wearing today? 
As it can be seen, the former subsection tries to teach the function of talking 
about appearance and the latter attempts to rehearse the leaner to perform that function. 
The first subsection contains short bi-sentential dialogues which, according to the 
authors, are to be learnt through role-play. However, each of these bi-sentential 
dialogues comprises a question and an answer without elaborating on any context of 
situation in which these functions can be performed; in other words, the absence of 
context of situation might undermine the meaningfulness of the practice. As Ausubel 
(1968) and Bransford et al. (1989) endorse, instructional materials should be 
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subsumable under broader conceptual systems, and I suggest, lack of context of 
situation reduces the subsumability of these dialogues. Furthermore, there seems to be 
no integration between this section and other sections of lesson six, and this section 
appears to be isolated from other sections because there is no trace of talking about 
appearance in other sections of the lesson. As Applebee (1996) points out, the best type 
of lesson structure is one that is integrated in which there is interrelationships across all 
of the elements. He further argues that in an integrated lesson' 'the units are linked, so 
that early units introduce issues that will be dealt with more thoroughly later, and later 
units reconnect to earlier activities" (Applebee 1996, 97). He also contends that if the 
sections of a lesson are not well interrelated, the lesson will fragment, separate, and 
start over when something new is introduced. I do not see such integration or 
interrelation between this section and other sections of the lesson. Thus, context of 
situation and integration as two of the requirements of the course objectives seem to be 
absent from the 'Language Functions'. 
In summary, as far as the course objectives are concerned, the categorical 
aggregation of the analyses carried out on the EFL textbook of grade one seems to 
suggest that the following objectives are absent from the content of the textbook: 
integration among different sections of the lessons and also among different language 
skills, enhancement of textual competence beyond sentential level, advancement of 
inferential abilities (the proportion of inferential questions to non-inferential questions 
in comprehension sections seems to be small), application of reading passages to 
writing practices beyond sentential level, training the learner appropriately in applying 
the mechanics of writing, rehearsing the learner for intonation and intonation patterns, 
enabling the learner to carry out word analysis, transcending the limits of imitation and 
practice to production, elevating speaking ability and writing expertise of the leamer, 
transcending the boundaries of controlled writing and entering the realm of free 
writing, and transcending the limits of imitation and repetition in speaking and entering 
the domain of communicating thoughts and ideas. Yet the objectives of improving the 
syntactic competence of the learner (the proportion of structural accuracy-oriented 
exercises to the totality of all exercises in the book is 58/126 which means that almost 
46 percent of the exercises are given over to accuracy) and following the process of 
'presentation, practice, and production' are well attended to. In other words, it seems 
that there is partial rather than total harmony between the EFL textbook of grade one 
and the course objectives. 
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As far as the principles of foreign language teaching and learning are concerned, 
the analysis of the description of the textbook seems to suggest the following 
limitations: Most of the practices are restricted to sentential level; there is a 
missequence in the order of comprehension exercises (the exercises are arranged from 
more demanding to less demanding ones); most of the exercises are mechanical or at 
most meaningful but few communicative exercises have been included; the practices 
have no resemblance to natural communication and are mostly pattern practice and 
parrot-like activities which are out of context and which do not seem to add to 
communicative abilities and creativity of the learner; there are repeated comprehension 
questions which do not seem to elevate any language abilities; there is an enormous 
quantity of vocabulary which is likely to tum the process of vocabulary learning 
(which is to be carried out through doing and involvement) into a vocabulary 
memorisation activity; review exercises of patterns taught in the book are absent from 
the activities included in each lesson except in the last unit of the book (needless to say, 
language and language learning are spiral); there is the possibility of wild guessing in 
certain vocabulary and comprehension exercises; and open-ended activities are absent 
from the activities included in the textbook. In other words, the 'choice' of activities 
seems not that congruent with the principles of foreign language teaching and learning. 
Communicative Competence and the EFL Textbook 
Regarding the major goal of FL teaching and learning stated In the Teacher's 
Guidebook (i.e., developing the pupil's L2 communicative competence), it seems that 
Bachman's model of the construct 'communicative competence' (1990) and Dubin's 
view on communicative competence (1989) can be helpful to explore to what extent 
this goal has been materialised in the EFL textbook. 
As was seen in Chapter Three, according to Bachman, the construct of 
communicative competence has three aspects: linguistic, socio-cultural, and strategic. 
In the same chapter, Dubin's view of autonomous and ideological communicative 
competence was expounded. The analysis of the description of the EFL textbook seems 
to depict that two significant aspects of the communicative competence, namely socio-
cultural and strategic aspects, are absent from the content and illustrations of the 
textbook. Furthermore, the analysis also reveals that a 'study-skills reductionist' model 
(Street 2000, 34) of language and language education has been applied to the textbook 
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layout in that language has been reduced to a set of skills (reading, speaking, and 
writing) and sub-skills (Vocabulary, syntax, pronunciation, and language functions) 
devoid of socio-cultural and strategic dimensions of language, and language education 
has been reduced to imparting the linguistic competence to the pupil. In other words, it 
seems that an autonomous model of communicative competence has been realised in 
the EFL textbook. This realisation appears to dispense with the socio-cultural and 
strategic dimensions and seems to lean further towards the linguistic aspect of the 
foreign language. 
One probable reason for this realisation is that the authors of the book might 
contend that the reductionist, atomised, study-skills model of language and literacy is 
sufficient for foreign language learning, and that is probably why they have reduced the 
enhancement of socio-cultural and strategic components from the course objectives as 
well as from both verbal and visual texts of the book. It goes without saying that actual 
communication entails both socia-cultural and strategic practices of language, and an 
ideological model of communicative competence encompasses both socio-cultural and 
strategic aspects without which communication (receptive and productive as well as 
oral and written) will break down. Whatever the reason is for such a realisation, it is 
against the views of foreign language educationists, who believe foreign language 
learning cannot occur properly unless the foreign language culture is learnt 
simultaneously (Kramsch 1993, Brown 1994, Byram and Morgan 1994, Zarate 1995, 
Hinkel 1999, Cortazzi and Jin 1999, Lewis 1999, Pachler 1999 a, Pachler 2000, Roberts 
et al. 2001, Pachler and Field 2001) because "the mere acquisition of linguistic 
competence is insufficient"(Byram & Morgan 1994,5). 
For instance, Cortazzi and Jin (1999) contend that smce 'communication is 
rarely culture-free' (Cortazzi & Jin 1999, 197), socio-cultural competence is a 
significant component of communicative competence without which foreign language 
learners 'will use their own cultural system to interpret target language messages' 
(Cortazzi & Jin 1999, 197) the result of which may well be misinterpretation. Likewise, 
Roberts et al. (2001) argue that "language and cultural learning are not separate areas 
of learning: culture leaning is language learning and vice versa" (Roberts et al. 2001, 
5). Elsewhere they assert that some foreign language educators believe in a cultural-free 
language and language learning reasoning that foreign language learners need the 
foreign language for international communications. However, Roberts et al. argue that 
"there is no such thing as neutral cultural-free language and that what students need is 
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more cultural sensitivity and understanding, not less" (Roberts et al. 2001, 7) because 
"communication is always a cultural process and ... communicating in a foreign (and in 
some contexts a second) language involves mediating and establishing relationships 
between one's own and other cultures" (Roberts et al. 2001, 7). They also maintain that 
whatever the purpose of foreign language learning may be, the cultural and social 
aspects are a fundamental and indispensable part. Finally, Roberts et al. assert: 
Although the foreign language learner may not be joining a new 
community in any permanent way, their goal is to understand the 
social practices of that community and to behave in ways which 
will allow some continuing relationship with it. (Roberts et al. 
2001, 10) 
As far as the learning of strategic aspects of language are concerned, Harris et 
al. (2001) contend that foreign language learners need to learn these aspects or they 
may not gain autonomy in language use. Harris et al. argue that without knowing and 
applying the linguistic and non-linguistic resources available to foreign language 
learners and without knowing how to avoid the breakdowns in communication and how 
to go round them when they occur, foreign language learners will not be able to use 
their language abilities adequately. The learners even do not sometimes embark on 
using their language knowledge due to lack of access to strategic resources. Harris et al. 
maintain that strategic competence can contribute to the achievement of foreign 
language learners as far as their communicative ability in the foreign language is 
concerned. 
Consequently, since socio-cultural and strategic aspects of the foreign language 
seem to be essential for learning FL and communicating in the FL, I suggest it is 
possible to hypothesise that one of the reasons for high school Iranian EFL learners' 
underachievement (in the sense that they are hardly able to communicate in the English 
language) in EFL learning might be the issue that certain components of the 
communicative competence (viz socio-cultural and strategic dimensions of the foreign 
language), which seem essential for communication, are marginalised in the course 
objectives ( described and analysed in Chapter Five), absent from the in-class activities 
(examined in Chapter Six), and absent from the high school EFL textbooks (analysed in 
the present chapter). In other words, leaning towards an autonomous approach to 
communicative competence and foreign language learning is likely to be one of the 
reasons for underachievement in high school EFL education. 
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As stated earlier, the analysis of a text without paying attention to the visual 
design of the text seems an incomplete endeavour as visual texts are a part of the 
multimodal texts such as EFL textbooks. To explore the visual effect of the EFL 
textbook, as will be seen, the techniques of absences and presences, and direct 
interpretation are deployed. 
The Analysis of the Visual Text of the Textbook 
According to Kress et al. (2000), as far as multimodal texts (texts which deploy both 
visual and verbal modes of meaning making) are concerned, an analysis which focuses 
on communication as a purely linguistic mode is less plausible to capture the 
communicational functions of such texts. To examine the visual text of the EFL 
textbook, in this section I will make an attempt to analyse certain illustrations of the 
textbook to find out how salient they are, and in the section entitled 'Textbook and 
Gender Relations' I will probe into those illustrations as ideological means which seem 
to construct and covey certain socio-cultural ideologies. 
The analysis of the visual text of the book seems to suggest that all of the 
illustrations are either monochrome (i.e., minimally 'diversified') or unicolour (i.e. , 
lack 'colour modulation'), and in a sense there is an absence of colour, i.e. illustrations 
lack ' colour saturation' (Kress and Van Leeuwen 1996, 165). In addition, certain 
pictures in the textbook look unnatural; for instance, the picture of a kindergarten in 
lesson one page eleven is unnatural in that such institutions are depicted as unisex 
whereas, to my knowledge, neither in Iran nor in English speaking countries 
kindergartens are unisex. 
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As another example, the picture in lesson two, illustrating a farmer next to a 
coconut palm on top of which a monkey is picking a coconut, seems unnatural because 
the farmer looks nearly as tall as the coconut palm. 
Another example, which might reinforce the point I am making, is the picture of 
question number three ('What time is it?') in 'Review Exercise (1)'. This picture looks 
bizarre because if the pupil is supposed to provide the answer ' It is half past seven ', the 
short hand of the clock is to be half between 7 and 8. 
In sum, the absence of ' tonal value' (i.e., colour effect) (Van Leeuwen 2000) 
from the illustrations and the presence of certain unnatural illustrations seem to reduce 
the ' salience' (Van Leeuwen 2000) of the visual text in the sense that the visual text 
appears to draw less attention to itself. In other words, the visual text of the textbook, 
on the whole, looks less salient and appealing than it could be. Furthermore, the 
pictorial layout of the book seems monotonous and unmotivating because of the 
absence of colourful illustrations (see my interviews with students on page 212 and 
213). Moreover, I could not trace any exposure of socio-cultural and strategic 
dimensions of the English language in the textbook illustrations though the illustrations 
could have been benefited in this regard. 
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EFL Textbooks and Pedagogical Ideologies 
One of the factors affecting the participation of pupils in the class activities and thereby 
establishing institutional relationships in the classroom is the artefacts (e.g., the 
textbooks) engaged in the ongoing practices (Lave & Wenger 1991). These institutional 
relationships are one of the reasons the pupils engage academically or withdraw from 
academic efforts because, according to Cummins (2000), institutional relationships 
(i.e., power relations between the pupils and educators) are "at the heart of schooling" 
(Cummins 2000, 40). Since In Iranian high schools, the textbooks are the main artefact 
employed in EFL literacy practices in the classrooms and since, as was mentioned at 
the outset of this chapter, one of my aims is to explore how these artefacts affect those 
literacy practices, in this section I will make an attempt to probe into relationships 
between the EFL textbooks as a realisation of the course objectives and the EFL 
practices in the classrooms. In this regard, Fairclough's three dimensional model of 
CDA (i.e., description, interpretation, and explanation) explained at the beginning of 
this chapter will be deployed because this model seems to enable the analyst to deal 
with the ideologies invested in texts and thereby with the consequent power relations 
(Fairclough 1995). 
Textbook Description 
As far as language-learning theories incorporated in the textbook are concerned, the 
description of the textbook seems to suggest that the theory of habit formation through 
pattern practice and overlearning embedded in audio-lingual drills dominates the 
activities included in the textbook, i.e. most of the drills are of the type of repetitions, 
substitutions, transformations, matchings, and fill-in-the-blanks (examples of these 
drills were already provided in the section 'Textbook One, Course Objectives, and FL 
Teaching Principles). These drills as activities assigned to the learner seem to be of the 
closed-ended type in the sense that they look to constrain the learner in his/her learning 
activities and restrict his/her ability to manoeuvre and enter the process of negotiation 
and meaning production. Similarly, the overall 'texture' (i.e., form and organisation) 
(Fairclough 1995, 185) of the book seems to be rigid, fixed, and invariable through the 
lessons. The organisation and sequence of the different sections of all lessons look akin 
to one another. This absence of variability and flexibility might also be seen in the type 
of the language used in the content of the language functions, reading texts, and 
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exercises (examples of these functions, texts, and exercises were already provided in 
the section 'Textbook One, Course Objectives, and FL Teaching Principles); for 
instance, the language functions which are presented in the form of dialogues, like the 
passages of the reading texts and the content of the exercises, are in standard formal 
language. These dialogues are also devoid of natural fluctuations of normal 
conversations, namely features such as interruptions, hesitations, false starts, fillers, 
ironies, metaphors, and other types of figurative language. They are also out of context 
of situation because neither the settings nor the communicants are recognised through 
the dialogues (see my interviews with students on page 212 and 213). To sum up, the 
linguistic description of the form and content of the textbook seems to be indicative of 
the selection of audio-lingual method with some shades of communicative approach 
(e.g., the presence of certain language functions and a few communicative exercises) in 
the process of textbook production. This pedagogical choice might be ideological in 
that it might bring about certain social relations in the EFL classrooms. This point will 
further be discussed in the section dealing with the explanation phase of CDA which 
centres on the social practices and power relations in the classroom. 
Textbook Consumers' Interpretations 
Text analysis without paying attention to the interpretations made by the audience of 
the text (i.e., text consumers: here teachers and students) has been criticised by Luke 
(1988) and Fairclough (1995). They point out there might sometimes be issues that 
could not be read off the text and, hence, missed by the analyst, which could be 
unpacked through probing into the audience's interpretations of the text. Experiential 
knowledge, which can be derived through dialogue with stakeholders (e.g., teachers and 
students), according to Rea-Dickins and Germaine (1998), can add to the validity of our 
evaluation, not to mention our textbook appraisal. Audience's interpretation is 
considered as a part of text description phase in CDA (Fairclough 1995). Accordingly, 
in my interviews with teachers and students, I also asked for their experiences of and 
ideas about the EFL textbooks under discussion, and in this way I not only identified 
some of the issues I had missed in my analysis but also attempted to bring about certain 
triangulations (checking some parts of my analysis with the assertions of those who use 
the textbooks) between what I explored throughout my textbook analysis and what the 
textbook consumers asserted. These interviews seem to reveal, among other things, that 
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were the high school EFL textbooks written by cooperation between native English 
authors and non-native local writers, they would have more credibility to the EFL 
textbook consumers in the Iranian high school. This finding emerged from my 
interviews with the textbook audience from which the following excerpts are worth 
noticing: 
Q: What do you think are the advantages and disadvantages of our current 
high school EFL textbooks? 
Tl: Grammar's taught very well in the textbooks as there're plenty of 
grammar exercises on each syntactic structure. The reading selections of 
our textbooks, however, aren't matched with the demands, needs, and 
interests of our students. I conducted a study in a high school a couple of 
years ago and found that the students don't like the type of the reading 
passages and the words available in the textbooks because they say the 
reading passages and the vocabulary in the textbooks aren't practicat3 for 
using in the real world. Now the question is whether the textbooks reading 
passages and vocabulary match the demands, needs, and interests of the 
pupils. I believe the answer to this question's negative. Our current 
textbooks aren't that suitable for our objectives either, because they're more 
grammar-bound. 
Q: What are your suggestions to improve our high school EFL textbooks? 
Tl: I prefer EFL textbooks that are written by the cooperation of native 
speakers and local writers. I've heard this has been done in some middle-
east countries while also considering the native culture of those 
countries. I prefer such books because a native English writer's well 
familiar with the structure, nature and culture of his mother tongue and 
can write with fewer mistakes while a local writer can evaluate the needs 
and interests of our pupils and help choose or write the materials 
accordingly. In this way, our texts can be congruent with our culture and 
representative of the English culture as well. 
Q: What do you think are the advantages and disadvantages of our current 
high school EFL textbooks? 
Tl: Our native culture's well reflected in our EFL textbooks. This has been 
done through words, sentences, passages and pictures in the textbooks. 
However, avoiding certain cultural aspects of the western life has reduced 
the authenticity of our English texts and sentences. In other words, avoiding 
JJ To be able to analyse these interview excerpts, I have implemented different text markers, namely 
italicisation, highlighting, and underlining. 
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certain English cultural aspects has caused the loss of the English nature of 
the texts and sentences. Even injecting our native culture into our EFL 
textbooks shouldn't cause us to choose or write the texts and sentences in 
such a way that the authenticity of the texts and sentences is affected. I 
think though our EFL textbooks have accountability for our native 
culture, their texts and passages lack the English nature and authenticity 
necessary for EFL textbooks. 
Q: What are your suggestions to improve our high school EFL textbooks? 
T2: I suggest contracts should be made with the publishers in, say, 
England and ask them to write and publish EFL textbooks suitable for our 
high schools which not only correspond with our culture but also 
present the English culture as far as possible. If this isn't practical, native 
English EFL textbook writers can be asked to co-author with our present 
EFL textbook writers in writing our EFL textbooks so that our textbooks 
can become more authentic, more eloquent and fluene4 in their texts and 
contents. 
Q: What do you think are the advantages and disadvantages of our high 
school EFL textbooks? 
T3: I think the sections dealing with oral aspects of the language could be 
helpful to the students. For example, the sections requiring oral responses 
to reading comprehension questions, speak outs, pronunciation practices, 
and language functions could help the students with their oral 
communication abilities provided that they were applied together with 
supplementary materials though, overall, the textbooks could have 
presented the instructional materials better. The choice of the reading texts 
and the sequence of the materials don't seem suitable for our EFL classes. 
The sequence of the materials in the textbooks isn't rational in that they 
don't proceed from more frequent to less frequent language items or from 
easy to difficult ones. I personally don't like the reading passages of the 
books because I've experienced that these texts aren't interesting to the 
students. In addition to uninteresting texts, our class time is too limited 
given the bulky amount of the materials in the textbooks, and these deprive 
us of having constant interactions with our pupils and from spending 
enough time on each and all of the material ... The monotony of the 
textbooks and testing system has diminished the sensitivity of the tutors 
and pupils as well as the diversity they might expect from the EFL course. 
Q: What are your suggestions to improve our high school EFL textbooks? 
.~4 The participant has used the phrase "shivatar va ravantar" for which the nearest English phrase I could 
find is "more eloquent and fluent". 
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Sl: Reading sections are the most helpful parts of the textbook because 
they're more tangible than the other parts. New words are also useful 
because language consists of words, and knowing words will help to make 
better communication. The pronunciation sections are also useful as 
knowing words without correct pronunciation will break down oral 
communication. Other parts, especially language functions, are unnatural, 
incredible and too limited. Speak out and write it down sections are too 
repetitive and this isn't good because too much repetition makes the 
student indifferent and careless. When I read or repeat the first sentence, I 
don't pay heed to the following sentences because I know that the rest of 
the sentences have the same structure as the first one. There's too much 
repetition in the textbooks and this is boring. The reading passages are in 
written formal language and none of them are in conversational language. 
Q: What are your suggestions for their improvement? 
S 1: F ar- fetchednesi5 of the contents can be decreased and the English 
nature can be added to the contents if the textbook authors choose texts 
written by English writers. 
Q: Would you please express your ideas about high school EFL textbooks? 
For instance, what are their strengths and limitations? And which parts of 
the textbooks interest you and why? 
S2: New words at the beginning of the lessons interest me because through 
those sections we get familiar with the use and contexts of the words. 
Some of the reading passages are also useful because they seem practical. 
Pronunciation is also a good section because it can help our speaking. 
However, the sentences of write it downs and speak outs aren't in the 
context of situation and we don't know what happens before and after 
those sentences and, hence, we don't know which situation a sentences is 
suitable for. In addition, language functions are artificial. The textbooks 
are written by Iranian writers; this is like writing a Farsi language textbook 
by an English writer. That's why the textbook contents aren't applicable to 
real situations. The textbooks are actually a reflection of our English 
language exams, especially the university entrance exam, and don't reflect 
living language which could be used in real situations. The books are in 
black and white and their illustrations are unreal, and these reduce our 
interests. Some of the reading passages are about certain issues which 
don't interest us either. 
Q: What are your suggestions for their improvement? 
.'~ The participant has used the phrase 'baeed boodan" for which the nearest English equivalent I could 
think of is 'far-fetchedness'. 
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S2: The writers of the textbooks need to be both Iranian and English 
writers. This can make the texts and contents of the textbooks more 
practical and real. The textbooks need to be updated. They should also be 
supplemented with audio-visual aids. Their appearance needs to become 
more attractive as well. 
In the above excerpts extracted from my interviews with some pupils, the italicised 
words and phrases such as 'unnatural', 'incredible', 'far-fetchedness', 'English nature', 
'practical', 'context of situation', 'artificial', 'applicable to real situations', 'living 
language', 'unreal', and 'real' seem to depict that the pupils I have interviewed are 
more concerned with the authenticity of the materials in the EFL textbooks. In other 
words, the contribution of native English authors in writing the EFL textbooks seems to 
add to the credibility of the textbooks to the pupils as far as authenticity is concerned. 
Thus, my interpretation of the above excerpts is that an EFL textbook written by 
cooperation between local non-native and native English authors seems to have more 
credibility to the pupils, as well as the teachers, I have interviewed as these pupils have 
asserted that an EFL textbook written in this way looks more authentic to them. 
In conclusion, the above data seem to speak to the EFL literature in two ways. 
First, while Dendrinos (1992), through her discussions and interviews with teachers in 
four Southern European countries, members of the EC, found that "when an EFL 
textbook has been written by a native English speaker... it seems to carry greater 
authority and prestige" (Dendrinos 1992, 49) because the teachers she interviewed 
believed that English native authors have fluency and a feeling for the target language, 
my data seem to reveal that an EFL textbook written by cooperation between a native 
English speaker and a local non-native author has more credibility to the teachers and 
students I have interviewed as these teachers contend that such a textbook is more 
fluent, accurate, authentic, and balanced in representing L2 and L1 socio-cultural 
aspects, and the students maintain that such a textbook is more authentic in content. It is 
also noteworthy that whilst a range of features, including authenticity, of an EFL 
textbook written in this way seem to concern the teachers, the students appear to 
underscore the authenticity of such a textbook. This shows that EFL textbook 
consumers' perception of features essential for EFL textbooks vary. Second, 
Lewkowicz (2000, 1997) found that neither native nor non-native English speakers 
could distinguish between authentic texts and those texts specifically prepared for the 
sake of teaching and testing purposes. Nevertheless, the above data seem to reveal that 
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both the teachers and the students I have interviewed not only appear able to distinguish 
unauthentic texts (they both contend that their current EFL textbooks lack authenticity) 
but also point out that authenticity is an important attribute of instructional materials. 
Textbook Interpretation 
The second phase of CDA deals with the interpretation of the relationship between the 
text and the features of discourse practice. The first step towards the interpretation 
phase is intertextual analysis (Le., attention to the choice of the narratives) of the 
textbook, which like textual analysis might reveal certain ideologies invested in the 
textbook. The narratives of most of the reading texts in the textbook seem to be of the 
'closed' (Luke 1988, 87) type in the sense that the whole information looks present in 
the narratives and less chance appears to be given to the pupil readers to make different 
interpretations. For instance, the reading text in lesson three (i.e., A Story About 
Newton), seems to be a closed text in that the interpretation is given at the outset of the 
text (i.e., even great and wise men sometimes forget small things), or the reading 
passage in lesson six (Le., The Boy Who Made Steam Work) is closed in terms of the 
number of interpretations the readers can make (e.g., curiosity is the mother of 
discoveries and inventions, and discoverers and inventors have opener eyes, ears, and 
thoughts), or the reading text in lesson eight (i.e., Eat, Clothes, Eat!) appears a closed 
text because the main interpretation which could be made of it is people should not be 
judged by their appearance nor humiliated for their poor clothes.36 In other words, the 
informational content of these narratives sound inflexible and they do not seem to 
require or invite the pupil reader in the process of text production, negotiation, 
interpretation, and meaning making because they become end-products which do not 
invite the reader into interaction. According to Swain and Lapkin (2001), closed-ended 
activities can constraint students' output and their linguistic creativity whereas open-
ended activities can inspire students' linguistic creativity and output. Further to the 
above, the 'choice' of a certain type of narrative might be ideological in terms of 
privileging certain social relations in the EFL classrooms. As Luke (1988) and 
Dendrinos (1992) point out, closed texts are ideological in what they do, not only to 
reading but also to the role of the reader, and the analyst is to explore and construct the 
possible ideological effects by "reconstructing the role of the reader implicitly 
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prescribed by text structure" (Luke 1988, 39). This will further be discussed in the 
section focusing on the explanation of social practices and power relations in the EFL 
classrooms. Furthermore, content analysis of these narratives seems to indicate that a 
certain social order is fabricated through the choice of the contents. The societies 
presented in these narratives look invariable and flat in the sense that they are devoid of 
conflicts, tensions, diversities, different ethnic groups, different social classes, and 
cultural differences. This absence of social diversity seems to fabricate and naturalise a 
social reality in that everything is even, nothing goes wrong, and all events result in 
happy endings. In other words, a certain social ideology seems to be incorporated in the 
narratives of the textbook and appears as a taken-for-granted reality. 
As for the interpretation phase of CDA, I already mentioned that at a macro-
level of analysis the discourse practices of textbook production, distribution, and 
consumption might be described in the following way: The Ministry of Education asks 
its expert consultants to write the EFL high school textbooks considering certain 
objectives. The textbooks are written, reviewed, revised, edited, and illustrated by the 
textbook writers and their associates. Then the final version is submitted to the 
Publication Organisation of Iranian School Textbooks, one of the associated 
organisations of the Ministry of Education, which is responsible for the publication and 
distribution of the school textbooks. The textbooks are printed and published in this 
organisation and finally are distributed among the bookshops or schools of the country 
which sell these textbooks to the students. It seems that this way of producing and 
distributing the textbooks can help, among other things, the centralisation and 
nationalisation of the school curriculum. It also seems that this way of textbook 
production and distribution might cause a kind of hegemony exercised by the Ministry 
of Education in that alliances are brought about among the schools as far as textbook 
selection and consumption are concerned: All schools have to select and consume the 
same textbooks produced and distributed by the Ministry of Education. Since I could 
not catch the textbook writers and because I do not have any access to the process of 
textbook production and distribution, what I have written about these two processes are 
very general. I think exploring these two processes can be considered as avenues for 
further research for those researchers who have access to the textbook producers and 
publishers (see, for example, Jennifer Rowsell on publishers, 2001). 
36 These reading texts are fully reproduced in the section entitled 'Textbook One, Course Objectives, and 
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However, at a micro-level of analysis, in the sixth chapter I also made an 
attempt, among other issues, to describe the process of EFL textbook consumption 
which happens at high school level and inside the EFL classrooms. My observations 
unpacked that the textbook as the instructional material was applied in the classrooms 
as a major source of instruction, rather than a resource, which is to be covered fully in 
the academic year. Moreover, it was observed that education and communication 
appeared lateralised and the pupils seemed mainly passive institutional consumers 
assuming a submissive role following the instructions of the tutor which were chiefly 
derived from the content of the textbooks. Since instructional artefacts can provide 
access to the activities and opportunities for participation (Lave and Wenger 1991), the 
pedagogical ideologies invested in the EFL textbooks might have constructed 
hegemonial relations in the educational institutes in that the pupils seemed to find little 
space to take part in the ongoing practices. Consequently, the link between the EFL 
textbook consumption and hegemonial relations is what I embark on in the following 
section centred on the explanation of social relations and institutional practices. 
Textbook Explanation 
As I mentioned through the textual description and intertextual analysis of the textbook, 
the theory of audio-lingualism bearing some shades of communicative approach seems 
to be dominant in the textbook in that the activities assigned to the pupil appear to be 
closed-ended (e.g., repetitions, substitutions, transformations, fill-in-the-blanks, non-
inferential question-answers, and flat dialogues) and most of the narratives of the 
textbook seem to be of the closed type. Furthermore, I maintained that the overall 
texture of the textbook seems firm and inflexible because all the lessons have the same 
layout and proceed in the same way and through similar sections and subsections. The 
inclusion of such closed-ended activities, closed narratives, and inflexible texture seem 
ideologically invested in that they do not appear to leave space to the pupils to 
manoeuvre and to show creative participation. In other words, since almost everything 
is already fixed, the pupils do not seem to be invited to make different interpretations, 
to contribute to the process of text making, to generate new meanings, and to present 
their viewpoints. The pupils might find less chance to negotiate with their tutor and 
classmates and to interact with the tutor and the textbook. Moreover, since the textbook 
FL Teaching Principles'. 
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is objectives-based in that each lesson and each section in each lesson have prespecified 
objectives, the tutor and pupils might act as the servants of the textbook to achieve its 
predetermined objectives. All of these features of the textbook seem to assign particular 
roles and relations to those involved in the educational discourse, namely the author as 
the textbook producer, and the tutor and pupil as the textbook consumers. 
Furthermore, since the pupil does not look to have much opportunity to 
participate in the process of text making, negotiation and interpretation due to the 
closed readings and activities as well as predetermined objectives, his/her role seems to 
be downgraded to an absorbent of knowledge and information rather than a negotiator, 
interpreter, and active participant. Accordingly, the teacher, as a mediator between the 
textbook and the pupil, might be positioned as a transmitter of knowledge and 
information, and the textbook writer might assume the role of a knower. In other words, 
the pedagogical ideology invested in the textbook seems to construct and normalise 
asymmetrical power relations ('coercive relations of power' in Cummins' sense 
(Cummins 2000, 44)) between the educators and the pupil, rather than coordinate and 
cooperative relations: The teacher might be positioned as a superordinate and the pupil 
as a subordinate. This hegemonial relation insinuated into the texts was indeed what 
my class observations unpacked as leader-follower or initiator-respondent relations 
between the tutor and pupil. 
Likewise, due to the above-mentioned implicit pedagogical ideology 
incorporated in the textbook, an educational hegemony seems to be exercised in that the 
textbook producers appear to control, to some extent, the EFL literacy practices going 
on in the classrooms through the educational theories and pedagogical approaches they 
have applied to producing the textbook: What goes on in the classroom (e.g., initiation, 
response, evaluation or comments) might be the result of the roles and activities the 
textbook assigns to the tutor and pupil (i.e., initiator-respondent role) through the FL 
pedagogical ideology (e.g., audio-lingualism ) and the educational ideology (e.g., 
Reconstructionism37) invested in it. In sum, the above explanations attempt to link the 
37 Reconstructionism is one of the theories of education which purports that the major function of 
education is to bring about changes such as social change, behavioural change, etc. In so doing, according 
to Reconstructionism, the objectives should be specified and the activities should aim at the attainment of 
the objectives (Dendrinos 1992). In contrast, trans formative education which is based on "a commitment 
to educate students for full participation" (Cummins 2000, 46) fosters collaborative relations in the 
classroom in terms of empowering the pupils to participate further in educational practices, hearing them 
as subjects with voices, and extending their interactions with educators (Cummins 2000). 
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way the textbook is consumed in the classroom with ideologies invested in the textbook 
and the power relations derived from those ideologies. 
Given the above descriptions, interpretations and explanations, I think the 
following hypothesis might emerge: If the EFL textbooks of Iranian high schools 
become less authoritative in their form and structure by incorporating open-ended 
activities and narratives, less unequal relations might be brought about in educational 
institutes and a more coordinate and cooperative climate might be established between 
those involved in EFL literacy practices, and thereby, pupils might enter the process of 
meaning production, communication, and negotiation. In this way, a broader concept of 
communicative competence might evolve in the EFL classes and the pupils might 
further approach that broader concept because they might find further space to 
negotiate their viewpoints and interact with the tutor and the textbook. A considerable 
number of research has shown that interaction leads to acquisition (see, for example, 
Swain 2000, Van Lier 2000, Gass et al. 1998, Swain and Lapkin 1998, Van Lier 1996). 
Further participation of the students in the activities, dialogues and discussions held in 
the classroom will bring about further interaction which, according to Swain (2000) and 
Van Lier (2000), in turn provides learners with the opportunity to use the target 
language. In other words, interaction can cause the learner to make target-language 
output, which according to Swain (2000), can improve the leamer's FL ability because 
"output pushes learners to process language more deeply-with more mental effort-than 
does input" (Swain 2000, 99), "it may promote noticing"(Swain 2000, 99) (i.e., 
noticing the gaps and holes in their interlanguage), and it helps 'hypothesis-testing' 
(Swain 2000, 100). Swain (2000) also states that collaborative dialogues (i.e., dialogues 
in the target language between teachers and students while communicating about the 
language by producing what they want to say in the target language) are problem-
solving and, hence, knowledge-building dialogues. Swain believes that collaborative 
dialogues are very effective in improving L2 learners' communicative abilities. 
Likewise, Seliger (1983), through two studies, found that high input generators (HIGs) 
(Le., those learners who interact with their teacher and fellow learners) progress at a 
faster rate than low input generators (LIGs) (i.e., those learners who interact little with 
their teacher and fellow learners). In sum, there is a considerable body of research 
illustrating that cooperation and interaction can improve the learners' FL. 
In addition to the above descriptions, interpretations and explanations, the 
gender relations constructed and naturalised in the textbook seem to be ideologically 
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invested. This gender relation ideology is what I make an attempt to focus on in the 
next section. 
Textbook and Gender Relations 
One of the issues regarding the ideologies invested in textbooks deals with gender 
constructed roles in the verbal and visual texts of the textbooks. The textbook under 
discussion seems to attempt to naturalise such roles through certain narratives and 
illustrations. For instance, the illustration of a cloze text which intends to portrait a 
four-member middle class Iranian family seems to be ideologically invested in that the 
father and the son (the male characters) are reading a newspaper or watching T.V. 
while the mother and the daughter (the female characters) are studying a book and the 
mother seems to be helping her daughter with her lessons. The father is sitting in an 
armchair while the rest of the family are sitting on the ground. 
Likewise, another illustration depicting a family of five in which the 
father is playing with one of the children and the mother is watering the flowers 
in the flower bed (on page eight), and the one at the top of the reading practice 
showing children playing in a kindergarten (on page eleven) seem to try to 
construct certain gender relations. The first picture seems to construct and 
naturalise a social relation concerning family institution in that the father is 
assigned the role of having fun with children while the mother is given the role 
of housekeeper. 
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In the same way, as was mentioned earlier, the picture which illustrates a unisex 
kindergarten seems to construct ideological meanings (see the picture of the 
kindergarten reproduced in the section 'The Analysis of the Visual Text of the 
Textbook'). As far as I know, the kindergartens in Iran as well as in English speaking 
countries are coeducational whereas the choice of the picture by the text producers 
contributes to the development of a specific conception of a fabricated social reality for 
the textbook pupil users. In other words, the ideology that kindergartens are uni-
educational could be naturalised through this picture. 
Therefore, it could be said that certain illustrations of the book are ideologically 
invested in that they try to 'naturalise ' (Fairclough 1995, 76) or 'normalise ' (Dendrinos 
1992, 164) certain gender constructed roles; e.g. , male positions in the social and family 
institutions are higher than that of the females. 
In addition to the illustrations of a language textbook, according to Harris 
(1992), the linguistic features used in it can " feed into, reinforce and serve to 
legitimise ... forms of discrimination" (Harris 1992, 29). Accordingly, looking at the 
content of the narratives in the textbook might also reveal ideological inscriptions. For 
instance, the cloze text at the outset of the textbook seems telling: 
Complete the passage with the words given. (Pages 5 and 6) 
good care full y do go 
My name is Bahram. I'm a student. I'm 15 years old. I .... .. to school in 
the morning. I'm a ....... student. I usually .. .. .. my homework in the afternoon. I 
study my books very ... .. . 
sometimes doesn ' t like has 
wakes up reading his 
am watching fast him 
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Today is Friday. It's seven o'clock in the evening. We don't go to school 
on Fridays. I ..... , .TV now. I like cartoons very much, but my father ..... . 
cartoons. You can see ....... .in the picture. He ....... a newspaper in ....... hands. 
He's ....... it. He usually reads the newspaper carefully, buL ..... he reads some 
pages very ...... He usually ....... early in the morning. He says his prayers, eats 









My father didn't go to work this morning. He ....... his breakfast at about 
8. But my mother ....... very busy this morning. We ....... some guests. My 
mother ....... the kitchen when they ....... They ...... before noon. They ...... lunch 
with us. 
will do watch leave be 
Tomorrow morning I'll ....... .in my high school. I'll ...... there at about 
12:30. I'll have lunch with my mother and sister. In the afternoon I. ..... my 
homework. I'll ...... TV in the evening. 
This passage sketches the picture of a four-member, middle class Iranian family. 
The elements of the passage appear to contribute to the construction of a specific social 
reality concerning the family institution, gender, and class. The father is portrayed as a 
man who wakes up early in the mornings, goes to work, comes back home in the 
evenings, and reads newspapers in his leisure time carefully and sometimes very fast. 
The son of the family is a good student who goes to school in the mornings, does his 
homework in the afternoons, studies his books very carefully, and likes watching T.V. 
The mother of the family is a woman busy with cleaning the kitchen and providing food 
to the family and guests. There is almost nothing told to the reader about the daughter 
of the family except the sentence that the son has lunch with his mother and sister. The 
choice of activities, roles, adjectival and adverbial modifiers attributed to the male and 
female characters of the family are meaning making elements that attempt to transmit 
and naturalise certain social relations in the middle class families of the society and also 
to introduce such families as institutions without any problems, the males of the family 
as more outgoing and careful personalities, and the females of the family as less 
outgoing and dealing further with housekeeping affairs. 
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Further to the above, the frequency count of the sexist features of the EFL 
textbooks might be indicative of a sexist ideology constructed and naturalised through 
the content and form of the textbooks. A postgraduate research project on sex 
discrimination in EFL school textbooks conducted in Iran in 1998 has come up with the 
following results: More various jobs are attributed to males (80 percent of the jobs to 
males and 20 percent to females). More adjectives describe males (78 percent of 
adjectives describe males and 22 percent describe females). More socially positive 
adjectives are used for males (93 percent of such adjectives are used for males and 7 
percent for females). The proportion of males to females in the content of the textbooks 
is 2.6. The number of males in the 'subject' position of the sentences is more than the 
number of females. The number of females in the 'object' position of the sentences is 
more than the number of males. Nearly 95 percent of the reading texts of the textbooks 
are about males (Thesis 26307, 1998). In brief, through linguistic devices, a certain 
sexist ideology is invested in the EFL school textbooks. 
Thus, both the verbal and visual texts of the textbook seem to construct and 
transmit certain gender roles and relations in that further roles and higher positions 
seem to be attributed to males. The probable effect of sex discrimination in the EFL 
school textbooks on the EFL learning of schoolgirls is one of the other avenues I 
propose for further research. 
Summary and Conclusion 
In this chapter, I have made an attempt to analyse the EFL textbook of grade one of 
high schools in order to explore how and to what extent the course objectives stated in 
the Teacher's Guide are realised in the textbook and how this realisation might affect 
the in-class activities and processes. In so doing, different techniques of text analysis 
have been applied. The result of this analysis has revealed that there seems to be only 
partial harmony between the course objectives and what is offered in the textbook. This 
harmony is mostly present regarding the objective of developing the syntactic 
competence of the learner and following the process of 'presentation, practice, and 
production'. Yet the activities and narratives included in the textbook are closed-ended 
which do not appear to invite the pupil into the process of text production, negotiation, 
interaction and communication though one of the course objectives is stated as enabling 
the pupil to 'participate' in the class activities by applying the foreign language. In 
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other words, the analysis seems to suggest that language learning in the textbook has 
remained more at the level of "learning about rather than in and through" (Roberts et 
al. 2001, 29). Consequently, rather than inviting the pupil to participate in the activities, 
the choice of the exercises and narratives appears to be in a way that the pupil is 
institutionalised as 'an object with ears rather than a subject with voices' (Dendrinos 
1992, Cummins 2000). The choice of the activities and the way the pupils are 
institutionalised seem to suggest that relatively recent approaches to learning do not 
appear to be reflected appropriately in the EFL textbooks as a significant component 
part of high school EFL curriculum. These recent approaches emphasise reciprocity in 
teaching and learning activities between the teacher and the learner as well as among 
the learners and co-participation of the learners in the social construction of knowledge 
rather than just imparting knowledge to the learners (see Chapter Three). 
Furthermore, throughout this analysis, two hypotheses emerged: First, inclusion 
of socio-cultural and strategic dimensions of the FL might enhance the foreign 
language learner's achievement as far as communicative abilities are concerned. 
Second, inclusion of open-ended activities and narratives might invite the pupil into 
further participation and thereby operationalise a broader concept of communicative 
competence in the classrooms. Moreover, through interviews with teachers and 
students, it was hypothesised that an EFL textbook written by cooperation between 
local writers and English native authors seems to have more credibility to the textbook 
consumers. Two further points need to be clarified at the end of this chapter: First, the 
textbook evaluation undertaken is informative and not of decision-making type in the 
sense that it cannot change the EFL textbooks of Iranian high schools per se but may 
well provide feedback to the EFL curriculum developers and material writers of Iranian 
high schools with a view to improving their professional activities; in other words, my 
evaluation is formative in that the results of the evaluation could be used for 
improvements and amendments in the subsequent editions of the textbooks. Second, 
since each of the three EFL textbooks of Iranian high schools currently used are 
consistent in layout, structure, curriculum principles and pedagogy, I assume, therefore, 
that the conclusions made on the basis of the analysis of the first grade textbook would 
be greatly transferable to the series as a whole (i.e., the textbook and its analysis are a 
'telling case' (Mitchell 1984)), and that the insights gained into the nature of the EFL 
textbooks of Iranian high schools might also be potentially illuminating to the analysis 
and evaluation of other nationally produced EFL textbooks (Pickering 1999). 
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Another component part of the EFL curriculum in Iranian high schools is the 
EFL tests administered to the high school students. The description and analysis of 





In the foregoing chapter, in which the EFL textbook for grade one used in Iranian high 
schools was analysed, the following were found: 
• 
• 
There seems to be only partial harmony between the objectives stated in the 
Teacher's Guide and the content of the textbook. 
The activities and narratives included in the textbook appear to be closed-
ended which do not seem to invite the pupil into the process of text production, 
negotiation, interaction and communication with his/her classmates and 
teacher. In other words, the approach of the textbook to language education 
seems more of impartation of knowledge than inviting the learner to the 
process of social construction of knowledge. 
• The socio-cultural and strategic dimensions of the English language seem 
absent from the textbook form and content. 
Two hypotheses also emerged through the textbook analysis: 
• 
• 
Inclusion of socio-cultural and strategic dimensions of the FL might enhance the 
foreign language learner's achievement as far as communicative abilities are 
concerned. 
Inclusion of open-ended activities and narratives might invite the pupil into 
further participation in language activities and interactions and thereby 
operationalise a broader concept of communicative competence in the 
classrooms. 
Finally, my interviews with teachers about the textbooks revealed that an EFL textbook 
written by cooperation between a native English writer and a local non-native author 
seems to have more credibility to the teachers because they contend that an EFL 
textbook written in this way is more authentic, more accurate and fluent in content, and 
more balanced in conveying the socio-cultural aspects of L2 and Ll. My interviews 
with students also disclosed that an EFL textbook written by such cooperation appears 
to have more credibility to the students as well because they maintain that an EFL 
textbook written in this way is more authentic. Hence, the teachers and students seem to 
have relatively different perceptions of the features essential for EFL textbooks. 
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In the present chapter, I will make an attempt to analyse another integral component 
of the EFL curriculum in an Iranian high school, i.e. EFL tests run in that high school. I 
will explore the degree of correspondence between this assessment component and in-
class teaching and learning activities, textbooks content, and the objectives stated in the 
Teacher's Guide. In so doing, the present chapter is divided into eight sections, namely 
'Introduction', 'A Description of Students' Assessment in an Iranian High School', 
'Content Validity of the EFL Test', 'Content and Method Relevance of the EFL Test', 
'Domain Representativeness of the EFL Test', 'Communicative Competence and the 
EFL Test', 'Accountability and Washback', and 'Summary and Conclusion'. It seems 
also necessary to mention that though this chapter basically serves as a case study of 
validation in testing, its results are more than just providing evidence for the validity or 
lack of validity of a test. It also suggests that 
• there seems to be a misconception of 'content relevance' in test making in that 
content relevance seems confused with content replication, 
• high school EFL tests seem to further test the memory of the pupils rather than 
their language abilities, 
• some stakeholders (i.e., 'those who make decisions and/or are affected by 
decisions' (Rea-Dickins 1997, 304», viz. some teachers, seem to have a positive 
attitude to negative washback, and this kind of attitude might be due, among 
other things, to the practicality of certain tests, 
• washback appears to influence not only the content but also the method of 
instruction, 
• there seems to be a hidden conflict between the practitioners and their pupils' 
views and interests on the one hand and what the EFL exams test on the other, 
• giving variety to language tests seems favourable in order to avoid the over-
predictability of what is to be assessed. 
A Description of Students' Assessment in an Iranian High School 
As was mentioned in the earlier chapters, high school education in Iran consists of three 
phases in each of which an EFL textbook is used and a written EFL exam is 
administered at the end of each academic year in order to assess the students' 
achievement. This summative (it is summative because it is 'retrospective' (Wiliam 
2001, 178» written test is usually teacher-designed and run either regionally or 
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provincially and is developed based on the content of the EFL textbook as well as the in-
class teaching and learning activities. This written exam is marked out of 15. The 
teachers are also to assess their students during the academic year on the oral aspects of 
the language, the students' participation in the in-class activities, and the students' 
homework. This formative (it is formative because, according to the teachers I 
interviewed, it is 'prospective' (Wiliam 2001, 178) in terms of enabling teachers to 
receive and give feedback to their students to modify their activities, or say, 'to take 
appropriate action' (Rea-Dickins 2001, 432)) oral assessment is marked out of 538. 
Overall, the EFL score totals 20 (15 for the written component + 5 for the oral 
component =20). The pass-score for the EFL course is 10 out of 20 and, hence, the type 
of assessment applied to the high schools is a kind of criterion-referenced measurement. 
In addition to the above end-of-the-year exam, one or two midyear exams are also 
administrated to the students with the same score structure described above.39 
Since the forms of all the EFL written exams run at Iranian high schools are 
almost the same, I have chosen one of them as a telling case in order to describe and 
analyse, viz one of the final English exams for Grade One administered at the high 
school where I carried out my field work. The complete exam paper is also provided in 
Appendix E. 
The EFL test under discussion is a combination of integrative and discrete point 
tests consisting of thirteen sub-sections (namely spelling test, vocabulary matching test, 
vocabulary fill-in-the-blank test, vocabulary sentence-completion test, vocabulary 
sentence-completion test, syntax multiple-choice test, syntax unscrambling test, syntax 
transformation test, syntax sentence-completion test, language functions matching test, 
pronunciation matching test, reading comprehension writing questions and true-false 
items, and reading comprehension multiple-choice test) which could be classified as six 
main sub-sections. These six sub-sections are tabulated in the following table: 
3S Readers are referred to Chapter Six to understand how the formative assessment is carried out in the 
EFL classrooms. 
39 These descriptions are given by the tutors and pupils I have interviewed. 
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Sub-sections of Total number of Percentage of Score gIven over Percentage 0: 
the test the test items the test items to each sub-section scores given ove] 
(out of 72) (out of 40) to each 
section 
Vocabulary 20 27.8 % 10 25 % 
Syntax 17 23.6% 10 25% 
Reading 11 15.3 % 10 25 % 
comprehension 
Spelling 10 13.9 % 5 12.5 % 
Language 6 8.3 % 3 7.5 % 
functions 
Pronunciation 8 11.1 % 2 5% 
Totals 72 100 % 40 100% 
Table 9.1: A classification of the components of Grade One EFL Test 
As the above table shows, language is divided into six components in the EFL 
test, viz vocabulary, syntax, reading comprehension, spelling, language functions and 
pronunciation, each of which is tested through discrete items as well as integrative tests 
totalling 72. The lion's share (i.e., 75 percent of scores) is given over to vocabulary, 
syntax and reading comprehension, and 25 percent of scores is allotted to spelling, 
language functions and pronunciation. Since one of my research questions concerns the 
degree of congruence between the EFL test and other components of the EFL 
curriculum, it seems appropriate to probe into the content validity of this test to 
determine the degree of its correspondence with the other parts of the curriculum. 
Content Validity of the EFL Test 
The decisions made about a pupil based on his/her performance on a test are defensible 
through investigating the quality of the test (McNamara 2000). The quality of 
achievement tests depends on whether the test content and method are relevant to the 
syllabus and whether the test content is a sound sample of the domain (Genesee and 
Upshur 1996). In other words, content validity of a test is investigated by determining 
the content and method relevance of the test plus its domain representativeness, i.e. its 
content coverage, (Johnson 2001, McNamara 2000, Cumming and Berwick 1996, 
228 
sub-
Genesee and Upshur 1996, Messick 1993, Bachman 1990). The content and method 
relevance of the test are determined through logical judgments and there is no statistical 
way in doing so whereas content coverage is assessed through the process of verification 
of sampling (Johnson 2001, McNamara 2000, Cumming and Berwick 1996, Genesee 
and Upshur 1996, Messick 1993, Bachman 1990). In sum, two steps need to be taken to 
assure that a test is valid in content: determining content and method relevance plus 
specifying content coverage. 
Content and Method Relevance of the EFL Test 
Looking at the content of the EFL test for Grade One and the Textbook of Grade One, 
one is likely to claim that the test has content relevance in the sense that all the test 
material has been extracted from the content of the textbook. For instance, the sentences 
of the spelling sub-section are all taken directly from the book: The first sentence (i.e., 
The cows are eating grass in the field) is a verbatim copy of the same sentence on page 
21 in the book; the second sentence (i.e., The servant left the room but she was afraid 
that Newton might forget to eat the egg) is a copy of the same sentence on page 36 in the 
book. Similarly, the words tested in the vocabulary sub-sections and the sentences 
provided as contexts for those words are all already mentioned in the content of the 
textbook. For example, the first sentence in Vocabulary Sub-section B (i.e., Ice turned 
into water) and the meaning given for the word 'turned' (i.e., changed) are copied 
exactly from page 70 in the book; the sentence and the tested word in the first item of 
Vocabulary Sub-section C (i.e., The table is too heavy. I can't move it) are copied from 
page 70 in the book. 
Likewise, the test items in the syntax component of the test are copies of the 
syntactic exercises of the textbook. For instance, items one and two in Sub-section G 
which try to test the knowledge of word order (i.e., 1. on his bed, sleeping, was, he. 2. 
ate, in a restaurant, we, yesterday, lunch.) are copied from the exercises on word order 
on page 65 and 64 respectively; the three test items in Sub-section I are the same 
sentences in the repetition drill on page 48. In the same way, the items testing the 
knowledge of language functions in Sub-section J and their corresponding answers are 
copied from the 'Language Functions' sections in the textbook. For example, prompt 
number five in the test and its relevant response (i.e., May I speak to Mr. Amini? Yes, 
lust a moment, please.) are directly taken from 'Language Functions' on page 17 in the 
textbook; prompt number four and its answer (i.e., What is his nationality? He's a 
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German.) are copied from 'Language Functions' on page 99. Similarly, the 
pronunciation test is a combination of the first part of 'Pronunciation Practice' on page 
56 and 78. Finally, the reading comprehension text in the test is a verbatim copy of the 
reading passage of lesson eight on page 92 (i.e., Eat, Clothes, Eat!) in the textbook, and 
three of the prompts (i.e., numbers 2, 3, and 6) out of six prompts in the comprehension 
questions of the test are also a copy of the comprehension questions of the reading 
passage of lesson eight. Thus, one might claim that the test has content relevance in that 
the test items are copied from the textbook content. 
However, it seems that there is confusion of the concept of content relevance 
with content replication. Content relevance implies that the content of the test is 
'pertinent' to the content of the book while trying to assess the language knowledge and 
ability of the testee whereas content replication refers to copying the test content from 
the textbook content while mainly drawing on the memory of the test taker in answering 
the test items. In this sense, one could say that the test has content replication but not 
content relevance. This absence of content relevance and presence of content replication 
(which changes the language test into a memory test) might be one of the reasons for 
high school students' underachievement in that though most of them pass the EFL 
exams (about 70% of the students), they maintain that they cannot remember what they 
have learnt during the EFL course and, hence, they cannot make use of it (see my 
interview with high school students in Chapter 1) because it seems that they 'memorise' 
the content of the textbook and thereby can pass the exam to the extent that it is a 
replication of the textbook content but cannot re-apply their knowledge in new contexts. 
Needless to say, memorisation usually leads to forgetting (Ausubel 1968to. In addition, 
since "the capacity to apply cannot be inferred from tests that call only for recall [my 
italics] of the pure knowledge" (Black 2001, 14), the EFL test seems to fall short of 
screening the students with more developed L2 competence from those with better 
memory span. In this regard, Campione (1996) maintains that such tests are static as they 
lack a transfer component which dynamic tests possess (see Chapter Three). Campione 
contends that lack of transfer component in the assessment causes lack of distinction 
between those students who are good at applying only what they have already been 
taught and those who, due to their deeper understanding of newly acquired skills and 
knowledge, can not only apply what they have already been taught but also re-apply 
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flexibly what they have already practised. Thus, I suggest content replication in the high 
school EFL test seems to have contributed to the exclusion of transfer component from 
that test, and thereby, has assisted students to get the right answers and pass the test but 
for the wrong reasons (i.e., through memorisation). I also contend that lack of transfer 
component and preparing static tests can show that relatively recent approaches to 
learning and testing are not reflected appropriately in high school EFL education. 
In addition, my discussion in Chapter Seven, which was based on my classroom 
observations, pointed out that there was a recontextualisation of the English language in 
that EFL classroom activities mainly focused on vocabulary, syntax, and reading 
comprehension. Table 9.1 shows that in EFL testing the lion's share is given over to the 
same language components, viz vocabulary, syntax, and reading comprehension. 
Therefore, it can be said that the EFL test has content relevance to the in-class teaching 
and learning activities. However, it can also be argued that since the test focuses on 
certain aspects of the foreign language at the sentential level, though it has content 
relevance to the in-class teaching and learning activities, it is an autonomous model of 
testing (Hill and Parry 1994, Street 1999) which draws upon reduced decontextualised 
knowledge of language. This issue will further be elaborated on in the section entitled 
'Communicative Competence and the EFL Test'. 
As far as the test content relevance to the objectives stated in the Teacher's 
Guide is concerned, since there is only partial harmony between the textbook and the 
objectives (see Chapter Eight on Textbook Analysis) and since the test is mainly a 
replication of the textbook content (as was shown above), it can be said that there is at 
best only partial harmony between the test and the objectives stated in the Teacher's 
Guide. 
To sum up, the notion of content relevance seems to be mixed up with content 
replication of the textbook material in the EFL test though there seems to be superficial 
harmony between the test content and the textbook content. There also appears to be 
harmony (i.e., content relevance) between the test content and the in-class teaching and 
learning activities. However, there seems to be only partial harmony, at best, between 
the test and the course objectives because the test content appears to be derived from the 
textbook content, which in turn has only partial harmony with the objectives stated in the 
Teacher's Guide. 
40 Readers are referred to the section dealing with meaningful learning versus rote learning in Chapter 
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The other aspect of content validity deals with the method relevance of the test to 
the method applied in the textbooks and in the classrooms. As was shown in Chapter 
Six, the Grammar-Translation and to some extent the Audio-Lingual are the methods 
most applied in the EFL classrooms I have observed. In Chapter Eight, it was 
demonstrated that the EFL high school textbooks are written based on Audio-lingualism 
with some dimensions of the Communicative Approach. The test method seems to be a 
combination of discrete-point, i.e. testing each item of language at a time which involves 
processing of atomised inauthentic language in a contrived (test) context (Black 2001, 
Johnson 2001, Cummins 2000, McNamara 2000, Bachman 2000, Shohamy 1997), and 
integrative tests, i.e. testing more than one item of language at a time which involves 
processing of authentic language in a contrived (test) context (Johnson 2001, Cummins 
2000, McNamara 2000, Bachman 2000, Shohamy 1997). I would suggest that discrete-
point testing can be associated with the Grammar-Translation era and the heyday of the 
Audio-Lingual, and integrative testing can be linked to the end of the Audio-Lingual era 
and the beginning of the Communicative Approach41. Therefore, it can be argued that 
there seems to be a considerable degree of method relevance between the test method on 
the one hand and the textbook and teaching methodologies on the other. 
Domain Representativeness of the EFL Test 
The second step in appraising the content validity of a test is to account for the content 
coverage (domain representativeness) of the test through the process of sampling. In so 
doing, I will make a table of specification in an attempt to reveal the percentage of 
different exercises in the textbook and then I will make a comparison and contrast 
between the content coverage of the test and the content of the textbook. Following is a 
table of content specification I have drawn based on a frequency count of exercises in 
the Textbook of Grade One: 
Three. 
41 Readers are referred to Chapter Three for the relations of tests to language teaching methods. 
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Title of exerCIses Number of exercises Percentage of 
exerCIses 
Syntax 58 46% 
Reading 28 22.2 % 
comprehension 
Vocabulary 16 12.7 % 
Pronunciation 16 12.7 % 
Language functions 8 6.4 % 
Totals 126 100 % 
Table 9.2: Specification of exercises in the Textbook of Grade One 
As table 9.2 reveals to us, 80.9 percent of the exercises of the textbook are given 
over to syntax, reading comprehension, and vocabulary. The rest of the exercises (i.e., 
19.1 percent) are allocated to pronunciation and language functions. Comparing table 9.2 
with table 9.1, we can realise that test items seem to be statistically an adequate sample 
of the exercises of the textbook because, according to table 9.1, 66.7 percent of the test 
items consist of questions on syntax, reading comprehension and vocabulary, and 19.4 
percent are given over to pronunciation and language functions. The difference of 80.9 
in table 9.2 and 66.7 in table 9.1 is due to what is allotted to the spelling sub-section in 
the EFL test42• Hence, it can be argued that the EFL test is statistically an adequate 
sample of the textbook material. 
Furthermore, since according to my class observations, almost all in-class 
teaching and learning activities are task-oriented in that they are mostly directed towards 
covering the textbook and almost all teachers I observed follow (i.e., teach) the materials 
in the textbook (see Chapter Six), and since the EFL exam has content coverage, it can 
be said that the EFL exam is also an adequate representative of the classroom activities 
and processes. 
42 Spelling is worked on in the EFL classrooms through asking students to verbalise the spelling of single 
words and via practising dictation of isolated sentences and words. Readers are referred to Chapter Six 
which is based on my class observations to understand how spelling and dictation are practised in the EFL 
classrooms. 
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In short, although the content relevance of the EFL test seems to be confused 
with content replication, the test has method relevance to the textbook and the in-class 
teaching and learning activities. It is also an adequate representative of the domain of the 
textbook and the in-class teaching and learning activities. In addition to investigating the 
content validity of the test, since the ultimate objective of EFL learning stated in the 
Teacher's Guide is formulated as improving L2leamers' communicative competence, it 
seems essential to account for the construct validity of the EFL test scores as well. This 
issue makes the topic of the next section. 
Communicative Competence and the EFL Test 
In Chapter Three, discussing the construct of communicative competence, I drew on the 
work of Dubin (1989) who made a distinction between the autonomous and ideological 
concepts of communicative competence. I also utilised Bachman's (1990) model of 
communicative competence as an ideological model of the construct of communicative 
competence in the sense that his model contains not only the linguistic competence but 
also the knowledge structures (i.e., world knowledge as well as socio-cultural 
knowledge) and the strategic competence. According to Dubin, EFL educational 
activities which do not draw upon the knowledge structures are autonomous. 
To account for the construct validity of test scores (i.e., the realisation of the 
construct in the test scores: the issue that the test scores are not attributable to other 
constructs (Messick 1993)), two types of factors, among other things, need to be taken 
into consideration: construct irrelevant factors and construct under-representation 
(McNamara 2000, Hamp-Lyons 1997, Messick 1996, Messick 1993). Construct 
irrelevant factors are those that bring about "differences in the performance of 
candidates on a test which are unrelated to the ability or skill being measured" 
(McNamara 2000, 132) and which cause either difficulty or easiness for the testees 
(Messick 1993). Construct under-representation refers to those factors that cause "the 
failure of a test to adequately capture the complexity of the communicative demands" 
(McNamara 2000, 132) and which oversimplifies the construct by requiring too little 
from the candidate. Thus, construct irrelevant factors and construct under-representation 
can lower the construct validity of the tests (Messick 1993, Messick 1996) because tests 
with low construct validity "either leave out something that should be included 
according to the construct theory or else include something that should be left out, or 
both" (Messick 1993, 34). The following figure can further clarify the point: 
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(Aspects of co.co. not tested by the EFL test) 
Construct irrelevant factors 
(Factors tested by the EFL test which are irrelevant to co.co.) 
Figure 9.1: Factors affecting test construct validity 
It needs to be reiterated that an ideological model of communicative competence 
contains knowledge structures, strategic competence, and linguistic competence. Since 
the EFL test under discussion does not seem to make an attempt to test the testee' s 
knowledge structures (i.e., socio-cultural competence and world knowledge), the 
construct of communicative competence seems to be under-represented by the test and, 
hence, it appears to be an 'autonomous language test' (Hill and Parry 1994) in that 
knowledge structures are not assessed by the test items. 
In addition, since the test under discussion has content replication rather than 
content relevance, it seems that content replication acts as a construct irrelevant factor 
because it appears to test the performance of the testee on a construct (i.e., memory) 
which does not seem to be one of the components of communicative competence. Earlier 
it was maintained that construct irrelevant factors could cause difficulty for some testees 
but easiness for others (Messick 1993). That is probably one of the reasons why 
although a majority of the students pass the EFL exam, the pupils and their tutors (in 
their interviews with me) have complained that the pupils' communicative abilities are 
not satisfactory. Furthermore, since a construct irrelevant factor, namely memory, seems 
to affect the test scores, this can lower the reliability of the test scores in that the test 
might yield rather inconsistent scores because memorisation usually leads to forgetting 
(Ausubel 1968) and forgotten knowledge might cause a change of test scores in the 
following administrations of the test. As Bachman and Palmer (1996) put it, 
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inconsistency in test scores "is due to factors other than the construct we want to 
measure" (Bachman and Palmer 1996, 38). Thus, testing memory might cause not only 
difficulty for some testees and easiness for others but also inconsistency in the test 
scores. 
In sum, construct under-representation (here not testing the knowledge structures 
of the candidate) and construct irrelevant factors (here testing the memory of the 
candidate) seem to lower the construct validity of the EFL test, and thereby, add to the 
autonomy of the test which may favour some testees but disfavour others (Hill and Parry 
1994, Street 1999). 
In addition to content and construct validity of tests, another requirement of a 
language test is the accountability of the test, i.e. the extent to which the test is 
answerable to the interests and views of stakeholders, i.e. pupils and tutors, (McNamara 
2000). Accordingly, the next section centres on the accountability of language tests 
administered at the Iranian high school. 
Accountability and Washback 
To look at a test in a wider context, one way is to account for students and teachers' 
views, perspectives, and interests while carrying out our test examination (Hamp-Lyons 
1997). This process is called accountability by language testing experts (see McNamara 
2000). The analysis of my interviews with students about the EFL tests run at high 
schools reveal that students seem well aware that the tests are a replication of certain 
parts of the textbooks and, accordingly, concentrate on those parts of the textbook in 
their studies to answer the test questions. This issue appears to be due to lack of variety 
in EFL tests administered at high schools. In this regard, the following excerpts from 
some of my interviews might be telling: 
Q: What kinds of exams do you take to pass the English course, oral or 
written or both? Could you please explain each? 
S 1: We take written exams consisting of questions on vocabulary, 
reading comprehension, grammar, pronunciation, and language 
functions. These questions are copied from the textbook content. As for 
oral assessment, we're asked to memorise and recite one of the 
dialogues in 'Language Functions' sections. Our teacher also scores us 
when we write the answers to the exercises on the board. 
S2: We take both written and oral exams. Oral exams consist of the oral 
questions asked during the academic year. The oral exams actually 
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follow the same method as the written exams. In the written exams , 
questions consist of vocabulary, grammar, reading comprehension, and 
language functions. 
S3: The oral exams comprise the oral answers we give to the questions 
of the reading passages and our oral summaries of the reading passages. 
We are also scored on doing the exercises of the textbook. The written 
exams typically contain grammar, vocabulary, reading comprehension, 
pronunciation, and language functions. 
Q: What are the effects, if any, of language examinations on your 
learning activities? 
Sl: Since they (the language exams) mostly focus on testing grammar, 
we (students) have lost our attention to communication and we further 
study grammar to pass our exams. 
S2: since the exams have more reading comprehension and grammar 
questions, we ( students) know that we should further study reading 
passages and grammar sections of the textbook. 
S3: My main activity is to find what is asked and questioned in the 
exams, highlight them in my textbooks, and concentrate on them while 
studying. 
84: The questions in the English language exams are cliche and 
definite. For example, we know that in our exams we have questions 
mostly on vocabulary, grammar, and reading comprehension. We 
naturally study in the same channel which the exam requires. 
In the above excerpts, I have highlighted certain key words and phrases including 
'copied', 'typically', 'follow the same method', 'mostly', 'study in the same channel', 
'cliche', and 'definite'. These words and phrases seem to suggest that high school EFL 
tests appear to lack the variety which can expand learners' activities. In other words, 
lack of variety in the tests seems to have caused students to concentrate on certain parts 
of the textbook which they predict can be questioned in the exam and ignore the parts 
which they guess are less likely to be included in the exam questions. Thus, lack of 
variety in language tests might enable a considerable number of students to pass the 
course by relying on their predictions about what the test items might contain rather than 
by attending to different parts of the instructional materials and in-class activities; 
however, giving variety to language tests is likely to prevent the pupil from narrowing 
down what s/he studies onto certain components of the instructional materials. 
The other point regarding the interests and perspectives of the stakeholders about 
language tests is that while both the teachers and students I interviewed seem aware that 
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the present tests focus on the ability of reading, vocabulary knowledge and the 
knowledge of the syntactic structures, they assert that a language test should test the 
communicative abilities in addition to the linguistic competence of the pupil: 
Q: What do you think an EFL exam should test? And why? 
Tl: A language exam should test all four language skills. In our high 
schools, although we're to test all four language skills, we further focus 
on the written aspects of the language (reading and writing) in our tests 
and don't take the oral/aural aspects seriously. In our exams, we should 
equally concentrate on all four skills and all language components 
because all of these are needed for communication .... To me, language 
learning means learning to communicate and the tests should move in 
this direction. 
T2: EFL exams should test the language components and language 
abilities all together simultaneously. Through such a test, we can 
assess both the linguistic knowledge and communicative competence 
of the learner. In other words, we should test the active knowledge of 
the students they're to use in the real world in order to communicate. 
S 1: I think an English exam should test both our ability to 
communicate and our knowledge of grammar because we don't want to 
learn English professionally and technically like linguists and language 
teachers and that's why a language exam shouldn't merely test our 
knowledge of grammar. 
S2: It should mostly test our communication ability and a small 
portion of its should also test our grammar. Things like speaking and 
writing are parts of communication as well. 
S3: Language is an amalgamation of words, structures, functions, and 
communication. All of these are useful to be tested because they all 
together make the language. 
It seems that the underlined words and phrases such as 'language components', 
'linguistic knowledge', 'grammar', 'words', and 'structures' refer to the linguistic 
competence whereas the highlighted words and phrases such as 'all language skills', 
'ability to communicate', 'use', and 'communication' refer to the communicative 
competence. In other words, the participants (tutors and pupils taking part in my 
interviews) seem to have a hidden agenda (i.e., their beliefs in what is to be tested) 
which appears to be in conflict with what is practically tested in high school EFL exams. 
While the latter seems to test further the linguistic competence of the learner, the former 
appears to favour tests which assess both the linguistic knowledge and communicative 
238 
abilities of the learner. Thus, there seems to be a hidden conflict between what the 
teachers and the students I interviewed believe a language exam should test and what is 
tested by the current exams run at high schools. 
The other point which my interviews with the teachers seem to disclose is that 
although language testing experts contend that negative washback of the exams should 
be lowered (e.g., see Bailey (1996) and McNamara (2000» in order to enhance the 
validity of the test scores, some practitioners seem to have a positive attitude to negative 
washback contending that washback, even though negative, causes students to learn 
certain things. The following excerpts from some of my interviews with teachers seem to 
support this finding: 
Q: What are the effects, if any, of final school English exams on your 
teaching and learning activities? 
T1: I think they have both positive and negative effects on our teaching 
and learning activities. The teachers prepare their students for passing 
the exams, and the students prepare themselves for this end too .... The 
exams also instrumentally motivate students to learn certain things 
even if limited, and this is beneficial because students 'need' to 'learn', 
anyhow, those things to pass the tests. 
T2: I believe what's being done and what we should do are testing 
rather than teaching because our testing can also teach a lot to our 
students, and this is what's being done in our high schools now. 
Students, through the tests we give them, have realised what we want 
from them and this, I contend, has created a good motivation for the 
students to learn what we want them to. In my opinion, if we teach 
through tests, students can learn better. I've found that students like the 
technique in which I write on the board a grammar or vocabulary test in 
the same form as the test they might take at the end of the course. In so 
doing, students will further concentrate on what we're teaching and 
they learn better too .... I think this has become very effective because 
students need to pay attention to the teacher's teaching to meet their 
instrumental motivation_passing the exams. 
The highlighted words and phrases including 'beneficial', 'instrumentally 
motivate', 'good motivation', 'like', 'very effective', and 'learn better' are among the 
words and phrases which seem to suggest that the participants not only do not seem 
dissatisfied with the negative washback but also appear to have a positive attitude to 
such an effect in that they contend it is, among other factors, also the washback, though 
restricting and distorting, which has caused students to learn certain aspects of the 
language even if limited. Thus, it can be argued that although in the literature on 
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language testing, there is a negative attitude to negative washback, this type of washback 
is considered as a beneficial factor by some of the practitioners I interviewed. However, 
the issue that some practitioners seem to favour negative washback can be explained and 
interpreted in some other way as well. This makes the topic of the following paragraph. 
The test under discussion seems to be fairly practical as its "design, 
development, and use do not require more sources than are available" (Bachman and 
Palmer 1996, 36). Such tests are designed by high school teachers who usually have to 
teach in a considerable number of classes and, accordingly, have a great number of 
students, rather little time for designing and developing various types of test items and 
test materials, and little time for rating so many test papers. In other words, such tests 
seem to be easily designed (they are copied from the textbook contents), easily 
administered in large scales, and fairly quickly rated. Thus, such a test appears to be 
practical for the specific testing situation in Iranian high schools. Accordingly, it can be 
said that one of the reasons the teachers I have interviewed seem to favour negative 
washback could be also attributable, among other factors, to the practicality of such 
tests. The teachers write such tests easily by copying the textbook contents, run them 
easily and rate them fairly quickly and, hence, practicality of such tests might have 
caused the teachers to favour washback even if negative. 
The last point I am going to put forward is that although the literature on 
language testing suggests that washback influences just the content of instruction and not 
the method (Wall and Alderson 1993 in Cumming and Berwick (Eds.) (1996)), my 
interviews reveal that practitioners seem to maintain that washback influences both the 
content and the method of their teaching. In my interviews with teachers, they expressed 
some of their instructional activities and their reasons in the following ways: 
T1: ... I also attempt to improve my students' knowledge of spelling. 
Either I ask them individually to the board and read aloud single words 
out of the reading passages and new words sections while they're 
supposed to verbalise the spelling of the words or write down the words 
with correct spellings on the board, or I read aloud slowly single 
sentences from a couple of reading passages and they're supposed to 
write down in their notebooks verbatim with correct spellings what I 
read to them. This is very helpful for students because some questions in 
the end-of-the-year test are on spelling ... 
T2: ... The oral questions at the end of the reading texts are answered in 
two ways in my classes. I sometimes ask my students to answer the 
questions orally while I read the questions to them. In this way, their 
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oral ability can be enhanced. Sometimes I also ask them to write the 
answers on the board as well because, as you know, our final exams 
don't test the reading comprehension of the students through oral 
comprehension questions ... 
Looking at the EFL test given in Appendix E, one can see that the spelling section 
of the exam tests the spelling ability of the pupils through single sentences which are 
unrelated to one another. Participant one has maintained that the way he attempts to 
improve his students' spelling is through single words excerpted from the new words of 
the textbook as well as single sentences derived from the reading texts of the textbook. 
The fact that both the sample exam in Appendix E tests the students' spelling and the 
teacher gives practice to the students on their spelling can be linked with the exam 
washback on the 'content' of the teacher's teaching (i.e., 'what' he teaches is spelling). 
However, the fact that both the exam and the teacher deal with spelling through 
incoherent sentences can be attributed to the exam washback on the 'method' of the 
teacher's teaching (i.e., 'how' he teaches spelling). Likewise, the fact that both the exam 
and the participant attend to the reading comprehension of the pupils can be ascribed to 
the exam washback on the content of the teacher's instructions whereas the fact that 
teacher also asks the pupils to write the answers to the reading comprehension questions 
rather than do them orally can be linked with the way (i.e., the method) the exam tests 
the students' reading comprehension. Thus, some of the teachers I interviewed seem to 
suggest that there is washback both on their teaching 'method' and 'content'. However, 
since washback is to be observed rather than claimed (Wall and Alderson 1993 in 
Cumming and Berwick (Eds.) (1996», I will draw on certain excerpts from my thirty 
class observations to bring about triangulation between what the teachers assert about 
the test washback on their teaching content and method and what I observed in the 
classrooms. 
Looking at my class observations presented in Chapter Six, one can see I have 
mentioned that in some of the classes I observed the teachers practise their students on 
dictation and on the knowledge of spelling through incoherent sentences they read to the 
students while the students are to write down these sentences. My observations also 
show that in some classes even individual words are read to the students and the students 
are supposed to verbalise the spelling of these words or write down these words with 
correct spellings. In other words, the method of teaching spelling and practising 
dictation, i.e. dealing with single words and unrelated sentences rather than coherent 
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chunks of language, seems to resemble the method of testing spelling in high school 
EFL exams. Similarly, my observations also revealed that in a considerable number of 
classes the teachers require students to write the answers to the reading comprehension 
oral questions on the board. Again the fact that the teachers work on the students reading 
comprehension can be attributed to the point that reading comprehension is among the 
sections that make up the test; however, since the way reading comprehension questions 
are answered is the same as the way the EFL exam requires (i.e., writing the answers 
rather than verbalising them), it can be claimed that wahback seems to influence both the 
instruction method and the instruction content. The other example which seems to 
reinforce the point I am making is the way the pronunciation exercises are dealt with in 
some of the classrooms I observed. Although the textbook instructs oral drilling on 
certain pronunciation exercises, some of the teachers instruct their students to do those 
exercises by writing on the board. For instance, whereas the textbook requires the 
students to do the following exercise orally, my class observations show that in a 
considerable number of classes this exercise is carried out through writing on the board: 
Raise your hand when you hear the /all sound: (Textbook One, p. 18) 
mme Mike SIgn 
wm with live 
fine wide drive 
sit smg bright 
In some of the classes I observed, the teachers required one of the students to divide the 
above mentioned words into two columns on the board under the headings /aI/ and /1/. 
This way (method) of doing the exercise resembles the pronunciation section in the EFL 
test given in Appendix E. One explanation for this way of doing the pronunciation 
exercise in the classrooms could be that pronunciation is tested in the same way in the 
EFL exam. In sum, my class observations seem to suggest that there is washback not 
only on the content but also on the method of some teachers' instructions. 
Consequently, the fact that the teachers assert there is washback on both their 
teaching content and method and the fact that my class observations triangulate this 
assertion seem to challenge the claim that washback affects only the teaching content 
and not the teaching method. 
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Summary and Conclusion 
This chapter started with the examination of the content and construct validity of one of 
the EFL tests run at an Iranian high school. In so doing, it was found that there seems to 
be a misconception of 'content relevance' in that content relevance is confused with 
content replication. The test examined also seems to have method relevance to the 
textbook and in-class activities plus domain representativeness. It was also revealed that 
high school EFL tests seem to further test the memory (i.e. a construct irrelevant factor) 
of the pupils rather than their language abilities. Then it was argued that high school 
EFL tests further approach the autonomous model of language and language testing by 
excluding knowledge structures (i.e., world knowledge as well as socio-cultural 
knowledge)_ construct under-representation. In other words, there appears to be a 
tension in the sense that though there might be some kind of internal correspondence 
between the test material on the one hand and the textbook content and in-class activities 
and processes on the other, the test seems to be at cross-purposes with broader concepts 
and desires. While the teachers seem to desire for developing and testing their students 
communicative competence and the course declared aim, according to the Teacher's 
Guide, is to enhance the students' communicative as well as linguistic competence, the 
content of the test seems restrictive in that it focuses on certain aspects of language 
through reproducing the textbook content in the test items. 
I also explored, through my interviews, and suggested that giving variety to 
language tests seems favourable in order to avoid the over-predictability of what is to be 
assessed. This can prevent the pupil from narrowing down what s/he studies onto certain 
components of the instructional materials as the learner might ignore the components 
that s/he predicts as less likely to be tested in the exam. 
My interviews with teachers and students also indicated that there seems to be a 
hidden conflict between the practitioners and their pupils' views and interests on the one 
hand and what the EFL exams test on the other. I also argued that some practitioners, 
probably due to the practicality of certain tests, appear to have a positive attitude to 
negative washback though this type of washback is downgraded by language testing 
theorists. 
Finally, my interviews with teachers and my classroom observations data pointed 
out that there seems to be washback on both instructional content and method though the 
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literature on language testing claims that washback affects only the former and not the 
latter. 
From this chapter I will move to the next one which is an exploration of the 
expressed language needs and interests of the high school students in an attempt to probe 
into the relations between these needs and interests on the one hand and the other 
components of the EFL curriculum in the Iranian high school on the other. 
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Chapter Ten 
Pupils' Expressed Language Needs and Interests 
Introduction 
In the previous chapter, one of the EFL tests administered to an Iranian high school 
students was analysed in an attempt to explore initially the degree of correspondence 
between the test and the other components of high school EFL curriculum. According to 
the results of the analysis, I argued that although the test appears to have internal 
correspondence with the textbook and in-class teaching and learning activities and 
processes (i.e., it seems to have method relevance and domain representativeness), it is 
at cross-purposes with broader concepts and desires such as developing the pupils' 
communicative competence as the test seemed to under-represent the assessment of 
knowledge structures and appraise a construct irrelevant factor, namely memory. Then, 
based on interviews with practitioners and their pupils, I asserted that variety seems to 
be an essential ingredient of EFL tests if these tests are to gauge students' achievement 
of communicative competence in the foreign language rather than measure their 
memory. The interviews also seemed to suggest that some practitioners have a positive 
attitude to negative washback probably due, I contended, to the practicality of their tests. 
Finally, my interview data, triangulated with my class observations, seemed to speak to 
the literature on FL testing (e.g., Wall and Alderson 1993 in Cumming and Berwick 
(Eds.) (1996» by disclosing that washback differs from context to context in terms of 
test effects on instruction contents and methods. 
According to the framework I presented in Chapter Two, I will make an attempt 
to look at the pupils' expressed language and language learning needs and interests in 
order to pay heed to the pupils' voice, which seems to be considerably ignored in a top-
down approach to high school EFL curriculum development, so as to collaborate with 
the curriculum stakeholders to co-construct a negotiated scaffold for the pupils. In order 
to do so, I also need to take account of teachers' perceptions as stakeholders, and so one 
section (i.e., Interviews with Teachers and Students on the Students' Needs and 
Interests) deals with both students' and teachers' perceptions of the students' needs and 
interests. The present chapter, accordingly, is divided into seven sections, namely 
'Introduction', 'A Definition of Needs', 'The Significance of Paying Attention to 
Learners' Needs and Interests', 'Needs and Interests Research Methods', 'Interviews 
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with Teachers and Students on the Students' Needs and Interests', 'Students' Expressed 
Needs and Interests and the Relevant Literature', and 'Summary and Conclusion'. In the 
light of my interviews with pupils and tutors about the students' language needs and 
interests, I would argue the following: 
• 
• 
The students and teachers I interviewed seem to prefer 'little but often' approach 
in class time; 
The students and teachers I interviewed seem to prefer an EFL textbook with 
more authenticity which is written in cooperation between local authors and 
English native writers; 





test should assess and what is actually tested through language exams; 
Students seem to wish to enhance their communicative competence whereas the 
content of the textbooks further focuses on the development of linguistic 
competence; 
There seems to be incongruence between what the students express as their 
language needs and interests and what is going on in EFL classes I observed; 
There seems to be a conflict between what the students say they prefer and what 
their teachers perceive as their students' preference; and 
There seems to be a high degree of congruence between the course objectives 
and students' desires. 
In addition, the interviews with pupils appear to speak to the literature on 
students' needs and interests in the sense that my interview data reveal that students do 
not seem to downgrade communicative activities, that students celebrate listening 
activities, and that students' perception of the application of foreign languages appears 
to be vast and varied. These findings, which are unexpected to me and possibly to other 
EFL researchers, seem to indicate a greater maturity on part of pupils than what EFL 
researchers might expect. 
A Definition of Needs 
There seems to be no straightforward definition of the concept 'needs' as different 
researchers define this concept in different ways (Richards 2001, Brindley 1989). For 
instance, Hutchinson and Waters (1987), discussing the concept of 'needs' distinguish 
between three types of needs: necessities, lacks, and wants. 'Necessities' refer to the 
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forms of communication the learners might requue In the target situation. 'Lacks' 
concern the gap between what the learner already knows and what s/he needs to know. 
Finally, 'wants' indicate the subjective views the learner has about her/his needs and 
lacks. The concept of 'wants' is referred to as 'felt needs' by Berwick (1989) who draws 
a distinction between felt and perceived needs: Felt or expressed needs imply what the 
learners express as their needs whereas perceived needs refer to what the experts, 
authorities, and practitioners perceive to be the needs of the learners. Richards (2001), 
drawing on Brindley (1984), endorses that the term 'needs' can "refer to wants, desires, 
demands, expectations, motivations, lacks, constraints, and requirements" (Richards 
2001, 54). Richards also states that though the term 'needs' may refer to different kinds 
of demands and requirements, language researchers often describe it in terms of 
language needs, particularly language skills needed to survive while applying the 
language. Accordingly, 'needs' is such a broad concept and vast area of research that it 
seems unlikely for any single study to be able to cover all the relevant factors to and 
aspects of needs (Richards, 2001). Thus, narrowing down the focus of the needs analysis 
appears justifiable as any information and research on the needs of a specific group of 
learners needs to be complemented by other sources of information and research 
(Richards 2001). 
As discussed in the previous paragraph, the term 'needs' is so varied and vast 
that any study has to determine what aspect of the 'needs' is the focus of its 
investigation. In the present chapter, the term 'needs' refers to what in the literature is 
labelled as 'students' expressed or felt needs' (see, for example, Berwick 1989, p.55), 
i.e. what learners feel and, if induced through appropriate questions, express as their 
needs (their wants, desires, preferences and expectations regarding language and 
language learning). I will make an attempt to probe into the expressed language needs 
and interests of the students I have interviewed in order to not only provide an emic view 
but also depict the areas of convergence and divergence between what the students feel 
and express as their language needs and interests and what is offered to them by the EFL 
curriculum in an Iranian high school. In other words, this chapter can be considered as a 
case study of students' expressed language needs and interests in which a few students 
and their teachers have been interviewed to explore the language needs and interests of 
the students as perceived by the students and teachers in order to find out what 
knowledge of English the students expect to achieve through high school education. In 
order to understand the students' needs and interests, I also need to take account of 
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teachers as practitioners and stakeholders who have an interest and involvement in 
particular aspects of the curriculum. They can provide us with useful information about 
students' needs and interests due to their experience and long-term contact with students. 
They also seem to have a right to comment on and to have input into studies about 
students on whom they spend a considerable period of time. Thus, the teachers' voice, I 
suggest, needs to be heard in studies on educational curricula, not to mention on 
students' needs and interests. Furthermore, teachers' perceptions of students' needs and 
interests, I contend, might provide us with information about the type of the scaffold the 
teachers create for their students. This chapter, in sum, is an informal analysis of the 
learners' expressed needs and interests which may provide a source of information that 
may complement information collected through more formal means on students' 
language needs and interests. 
It is also necessary to mention that I do not claim by any means that what the 
students express as their language needs is the same as their real world language needs 
however identified. As I already mentioned, the data and discussion presented here could 
be utilised as input into other studies on pupils' needs and/or as a source of information 
which might complement information collected through other sources as the concept of 
'needs' is so broad and multifaceted that "anyone source of information is likely to be 
incomplete or partial"(Richards 2001, 59). Nonetheless, my starting point is pupils' 
expressed language and language learning needs and interests as maintained in their 
interviews because I contend hearing the students' voices is a way of involving them in a 
process (i.e., the process of education) which is ultimately for them. This, I believe, can 
enhance the possibility of learning as we can co-construct a negotiated scaffold for the 
students rather than ask them to climb up a prefabricated educational ladder which could 
be different from what the students require and expect. 
The Significance of Paying attention to Learners' Needs and Interests 
Richards (1984, 2001) states that paying attention to the learners' needs and interests can 
serve different purposes: Students' needs and interests can be utilised for developing the 
course objectives, as input to the content of the course, and as data for evaluating, 
revising and improving the programme. Richards (2001) also states that a sound 
educational programme should be based on students' needs. Johnson (1989) contends 
that there are two approaches to curriculum development: the specialist approach in 
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which the specialists' perceptions of the learners' needs and interests and/or social needs 
functions as the foundation of objective setting and materials preparation, and learner-
centred approach which takes the learners' needs and interests explored through 
different techniques of needs analysis (i.e., questionnaires, interviews, and observations) 
as the point of departure in curriculum development. Johnson maintains a combination 
of the two approaches is optimal. I argue that applying the knowledge and experience of 
curriculum developers and practitioners and considering certain features of the 
propositions made by the students on their needs and interests can bring about a 
negotiated scaffold for the students which can better support their learning than an 
imposed one. Other scholars in the fields of language teaching and learning also endorse 
the importance of paying heed to the learners' needs and interests. For instance, Nunan 
(1988 b) argues that there is a better chance of learning a language if the skills and 
aspects to be learnt are related to learners' needs and interests. Likewise, O'Sullivan 
(1990) points out that in any act of curriculum evaluation in addition to giving due 
prominence and status to the views of practitioners, engaging the learners' needs, 
interests, preferences and views is significant as these comprise a crucial factor in 
successful learning. Similarly, Halilou (1993) asserts that to have a successful FL 
programme, we should pay attention to the learners' needs, interests, preferences and 
expectations. In the same way, O'Reilly Cavani (2001) and Williams and Burden 
(1997) assert that involving the learners in different dimensions of the process of 
language education through paying attention to their views, interests, and needs will 
enhance their motivation and thereby their achievement. This is a view also supported 
by Rudduck (1996) by saying, "If we want to enhance pupils' achievement, why don't 
we take our agenda for school improvement from their accounts of learning ... They are, 
after all, our expert witnesses" (Rudduck 1996, 15). In the same vein, Chambers (2001) 
points out "in the market-driven society in which we live, the perceptions of the 
consumers (in this case pupils learning foreign languages) are of paramount 
importance" (Chambers 2001, 15). Accordingly, a review of the literature on learners' 
needs and interests seems to suggest that the ingredient of needs and interests might be 
said to be an indispensable factor in nearly all research on language education. 
One of the reasons for giving significance to learners' needs and interests in the 
literature on FL education, I would argue, might be ascribed to the issue of scaffolding 
discussed in Chapter Three. In that chapter, I, drawing on Vygotsky's learning theory, 
argued that pupils could learn a language if a negotiated scaffold is provided to them. 
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Through negotiation with pupils, curriculum developers and practitioners can explore 
pupils' needs and interests as well as their prior knowledge. Based on this negotiation, 
curriculum developers and practitioners can develop the learning support structure that 
their pupils require. I am, thus, arguing that we have to know the students' needs and 
interests in order to know how to build the scaffold. If such a negotiated scaffold is not 
created, the students will be less likely to receive the relevant and appropriate support 
structure they need to move through their Zone of Proximal Development. Accordingly, 
if pupils' needs and interests, for instance, is to gain the ability to communicate in the 
foreign language, it does not seem appropriate to teach them bits and pieces of the 
language through a banking theory approach (i.e., telling and teaching students through 
spoonfeeding while the level of students' activities and involvement is low and students 
are taken as absorbents or memory banks in whom pre-chewed knowledge is deposited 
(Cummins 2000». What they seem to need is being assisted to interact with their peers 
and teacher by applying the language, and being scaffolded in their interaction and 
communication in such a way that they gradually gain creativity and independence in 
applying the language. Furthermore, independence in language learning and language 
use will not be obtained unless one of the basic needs of students is met: learning how to 
learn (Pachler and Field 1999, Grenfell and Harris 1999). This need can also be met 
through collaborative work (Harris 2002) on and negotiated scaffolding of the strategies 
students personally need. Thus, I contend that if scaffolding is not in line with the 
students' needs, interests, and prior knowledge, learning seems less likely to take place. 
By contrast, if scaffolding is in line with students' needs, interests, and prior knowledge, 
the teachers seem to be providing students with a negotiated scaffolding so as to assist 
them to move through their Zone of Proximal Development and fulfil their potential 
which does not appear to have any conflict with their needs and interests. 
In Iran, according to the interviews I had with the students and based on a 
retrospection into my personal experiences both as a student and then as an EFL teacher, 
students seem to be outsiders to the process of curriculum and syllabus design in the 
sense that almost all EFL programming is top-down, designed and decided by the 
specialists and administered in the high schools throughout the country. In other words, 
the relatively recent approaches to learning and teaching (discussed in the preceding 
paragraph) do not seem to be appropriately reflected in the high school EFL education in 
which a top-down banking theory approach appears to have been given a big role. I 
suggest that by asking the students about their needs, interests, views, expectations, and 
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preferences we can invite them to be collaborative learners and encourage them to make 
their voices heard in the process of language education. I suggest ignoring the pupils' 
needs and interests is likely to bring about an un-negotiated scaffold which could lead to 
disaffection (i.e., " the continued presence of pupils in lessons in which they have no 
interest at all" (Brown 2001, 95)) and/or a rise in the affective filter which might be due 
to inappropriate input. In other words, the pupils' might have a hidden agenda (i.e., a 
covert curriculum (Apple 1979)) which might or might not correspond with what they 
are offered through the official curriculum. As Nunan (1989) puts it, it seems reasonable 
that learners' expectations will affect their classroom behaviour, their attention, their 
efforts, and their attitudes and values placed on different learning activities. This hidden 
agenda of learners, according to Nunan (1989), can largely affect what is learnt (Nunan 
1989, 179-180). Accordingly, it seems justifiable to take account of students' needs and 
interests in this thesis one of whose aims is to describe the process of foreign language 
education in an Iranian high school and to account for students' frequent 
underachievement. 
Needs and Interests Research Methods 
There are at least three ways to research the students' needs and interests: qualitative, 
quantitative, and a combination of the two (Dornyei 2001). These methods can be 
realised through different procedures including questionnaires, interviews, observations, 
case studies, etc. (Richards 2001). In addition to eliciting data from students, information 
about students' needs and interests could also be provided by other stakeholders, i.e. 
"those who have a particular interest or involvement in the issues or programs that are 
being examined" (Richards 2001, 56), such as teachers. Since I have conducted a case 
study through which I have made an attempt to explore the EFL curriculum 
implemented in an Iranian high school in order to evaluate and research that curriculum 
(i.e., not only to disclose the areas of internal match and mismatch but also to uncover 
the hidden layers of EFL education process and thereby to generate certain hypotheses 
about this process), I have applied the research techniques of interview and observation 
which seem to be able to lead me in exploring certain answers to my research questions. 
In so doing, 30 EFL high school classes were observed and nine students and three 
teachers were interviewed to see to what extent what the implemented curriculum offers 
to the students matches their expressed needs and interests. 
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Interviews with Students and Teachers on the Students' Needs and 
Interests 
In order to understand students' expressed needs and interests, I conducted interviews 
with students and teachers on the views, wants, preferences, interests, and expectations 
of students.43 In Chapter Seven dealing with in-class teaching and learning activities and 
processes, while asking the participants about their ideas on class size and time, they 
responded that they would prefer to have classes with fewer numbers of students and 
greater amount of time. Two of the excerpts from my interviews will be reproduced as 
examples here: 
Q: What's your idea about class size and time? 
S: I'm of the opinion that the class time should be increased to six 
hours spreading over the week. 
T: ... EFL classes, I think, should be held six sessions a week, each 
session lasting sixty minutes. . .. 
In the above excerpts, the highlighted words, viz 'six hours' and 'sixty minutes', might 
be labelled as 'short class times' and the underlined phrases, namely' spreading over the 
week' and 'six sessions a week', could be labelled as 'recurrent lessons'. Moreover, the 
teacher participants also stated that their students preferred and needed to have recurrent 
EFL lessons. My interpretation of the above data is that the participants (both students 
and teachers taking part in the interviews) seem to endorse the need for EFL classes "to 
be taught in short periods ... with frequent lessons during the week" (Lee and Dickson 
1991,10) though my excerpts are just telling cases which are only generalisable to the 
point of principle, i.e. there is an issue about 'little but often' approach. I also assert that 
this interpretation appears in line with the finding of Lee and Dickson (1991) in the UK 
about the length and frequency of lessons from UK teachers' point of view. Lee and 
Dickson asserted that 'the little and often approach' is more appropriate for modern 
language classes. Similarly, Chambers (2001) asserts that short class time with recurrent 
lessons is more appropriate to meet the needs of the learners: 
43 Certain of the data reproduced in this chapter were presented in the previous chapters as well, but here I 
address the issue of needs and interests more directly than the earlier data and occasions. 
'1-2 
.:..) 
An allocation of two teaching periods per week of 70 minutes duration 
for foreign languages appears to be the norm. This falls some way short 
of meeting the needs of learners ... for whom a 'little but often' approach 
is almost certainly more appropriate. (Chambers 2001, 133) 
One of the desires of my participants seems to be the 'little but often' approach in 
holding the EFL classes which, thus, appears to be congruent with what the literature on 
the period and frequency of foreign languages endorse. 
In Chapter Eight on EFL textbook analysis, I asked my participants about their 
views on EFL textbooks used in Iranian high schools. According to the analysis of the 
interviews with them, I suggested that these participants appear to require textbooks with 
more authenticity by being written through cooperation between local writers and native 
English authors. Then, I hypothesised that a textbook written in this way might have 
more credibility to the textbook consumers. I also mentioned that this finding of mine 
seemed to be different from Dendrinos's (1992) finding which supported EFL textbooks 
written by native English speakers. In sum, my participants seemed to prefer EFL 
textbooks written in a certain way. 
In Chapter Nine discussing the EFL tests run at an Iranian high school, I asserted 
that, according to my interviews, there seems to be a hidden conflict between what the 
participants want and what is tested through those EFL tests. While the latter appears to 
test the linguistic competence of the learners, the former seems to require tests which 
assess both the communicative abilities and linguistic knowledge of the learners. 
Accordingly, I contend that another preference of the pupils seems to be sitting an EFL 
exam that tests beyond their linguistic abilities and attempts to probe into their 
communicative competence. 
Through the interviews with students about their needs and interests, certain data 
were collected which, I would argue, are significant in two ways. First, it illustrates to 
what extent the EFL courses in a high school correspond to what the students express as 
their needs and interests. Second, it appears to speak to the literature on students' needs 
and interests. Each of these will be discussed in the following paragraphs in tum. I have 
already elaborated on students and teachers' views and preferences regarding the EFL 
textbooks and exams used in Iranian high schools. In the following paragraphs I am 
going to explore the relationship between students' expressed needs and interests on the 
one hand and the other components of the EFL curriculum on the other, namely content 
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of the textbooks, the in-class teaching and learning activities and processes, and the 
course objectives. 
As far as the content of high school EFL textbooks is concerned, through my 
textbook analysis in Chapter Eight I depicted that the content and exercises in the 
textbooks seem to further enhance the linguistic competence of the learners rather than 
their communicative competence. It was shown that the number of exercises on syntactic 
structures, vocabulary, and reading comprehension builds the main content of the 
textbooks while the number of open-ended communicative exercises was nearly zero. 
The excerpts from the interviews with pupils explicitly show that although the students 
do not seem to rule out the role of grammar learning and enhancing their syntactic 
competence, they are also inclined to gain the ability to communicate and some of them 
even prefer to learn different aspects of the language through communication in the 
J: • I 44 lorelgn anguage : 
Q: How do you prefer to learn English? Through learning grammar, 
communication, or a combination of the two? Why? 
S 1: I prefer to learn English through learning both communication and 
grammar because I think this way of learning's more helpful to me. 
Communication's useful to learn because it's necessary for 
communicating with people around the world. However, I don't think we 
can speak English nicely without knowing its grammar. 
S2: Through communication because if we learn how to communicate, it 
means we've learnt other aspects of language as well. 
S3: I prefer to learn English through both communication and grammar 
but not specialised grammar. 
S4: Through communication because grammar learning's pure and not 
applied but learning language through communication's learning 
language through applying, using, and touching it. 
Thus, I assert that the content of the textbooks does not seem to satisfy the desire of the 
students to improve their communicative abilities because it seems to be dealing more 
with improving the linguistic competence of the learner. 
In Chapter Six dealing with the in-class teaching and learning activities and 
processes in which I presented my class observation data, I discussed that there is only 
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partial harmony between what the course objectives specify and what is going on inside 
the classrooms. It was also shown that most of the class activities were oriented towards 
enhancing the syntactic and linguistic competence of the learners. The interview data, 
presented above and below, seem to suggest that while students do not ignore the need 
for the enhancement of linguistic competence, they are very much concerned with 
improving their communicative competence: 
Q: What kinds of activities do you prefer to do in your English language 
classes? Why? 
S 1: I'd like to communicate in English with my teacher and classmates 
because I'd like to learn communication. 
S2: I prefer to communicate with my teacher in the English language 
because I feel more active when I'm talking and exchanging my ideas. 
S3: I'd like to have a class held mostly in English to have more exposure 
to that language. 
S4: I'd like to listen to real and natural audio and videotapes and 
transcribe them. In this way I can improve my listening and writing 
abilities. 
However, oral/aural activities are to the minimum in the EFL classes I observed and the 
teachers seem to be more active than students whilst the interview data seem to reveal 
that students like to be active in classes and to learn English through communicating in 
this language with their teachers. One of the students, expressing his preferences 
regarding in-class teaching and learning activities, says, "I prefer to communicate with 
my teacher in the English language because I feel more active when I'm talking and 
exchanging my ideas." Thus, I would assert that though the in-class teaching and 
learning activities might be helpful in developing the linguistic competence of the 
learner, they seem to come short of satisfying the other requirement of the students, i.e. 
improving their communicative competence. This lack of satisfying the needs as the 
students perceive them might cause disaffection and thereby the danger of rising 
students' affective filter which can prevent input from changing into intake. As one of 
the students has expressed clearly, "Both of them (learning grammar and practising 
communication) are useful and important, but I'm fed up with learning grammar because 
44 It seems necessary to mention that the interviews in the following sections look so self-evident that they 
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our class time's mostly spent on teaching and learning grammar. That's why I prefer to 
further learn communication. Besides, English is an international language, and that's 
why I'd like to learn to 'communicate' in that language." Moreover, what the students 
feel as their needs and interests seems to be in conflict with what the teachers perceive as 
students' preferences: 
Q: What do you think it is that students prefer to learn? And what do you 
think are the reasons for such a preference? 
Tl: Generally speaking, they prefer to learn that which helps them to pass 
their exams. However, there're also a number of students who don't care 
about the exams and really want to learn the language for communication 
and for knowing English speaking people and cultures. 
T2: Since foreign language education hasn't been successful during the 
last two decades, students have gained an orientation towards studying 
the EFL to the extent that they can pass the English language exams. 
Most students study those parts of the EFL textbook which are helpful in 
answering tests items. 
T3: Since our students don't know the objectives of foreign language 
learning, they're interested in learning structures. They even answer the 
tests on structures much better than the other types of tests. However, my 
experience shows that if the students are guided towards communication 
by their teacher, they'll get more interested in this aspect of language, and 
they'll learn it and value it. 
This conflict between students' VIews (i.e., indicating their desire to learn 
communication) and those of the teachers (i.e., their perception of the students' 
preference in language learning) might be due to the issue that students usually seem to 
talk about their 'here and now' needs and interests whereas teachers, because of their 
experience, seem to talk about more enduring and stable preferences and interests of the 
students. Whatever the reason is for this difference, it is important to pay attention to it 
just as teachers might attend to other things in their teaching (e.g., syntactic and 
linguistic competence) while the students might prefer to learn something else (e.g., 
improving their communicative abilities). This discrepancy between the tutors' and 
pupils' orientations is likely to cause the pupils' disaffection and underachievement. In 
short, I contend that students seem to have a hidden agenda (i.e. their un-negotiated 
do not seem to need to undergo analyses such as what I did on previous occasions. 
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desire to improve their communicative competence) which, to some extent, is at odds 
with what the teachers perceive as what the students prefer. 
The relationship between the students' expressed needs and interests on the one 
hand and the course objectives stated in the Teacher's Guide on the other seems to be 
interesting too. The major objective of the EFL course is stated in the Teacher's Guide 1 
and II as the acquisition of communicative competence as well as linguistic competence: 
" ... the acquisition of communicative competence is as necessary for foreign language 
learners as the acquisition of linguistic competence" (Teacher'S Guide 1 and 11, P. 70). 
This objective seems well in line with what the students express as their needs and 
interests. 
Q: Which one do you think you need, grammar, communication, or both? 
Why? 
S 1: I need to learn communication more than I need grammar because the 
present age's the age of communication and English is an international 
language; so we're in need of learning communication more than 
grammar. 
S2: I further need to learn communication because to make relations with 
other nations, we should be able to communicate with them. Besides, 
grammar's spontaneously learnt through learning communication. 
S3: Definitely communication. I learn English in order to use it. Grammar 
learning's a specialised part of language learning which isn't that 
necessary for us because we don't want to become language teachers or 
linguists. 
S4: At the moment I need grammar and the written aspects of language 
more than learning communication because I want to take the university 
entrance exam which mainly consists of reading comprehension, 
vocabulary, and grammar questions. 
Furthermore, the objectives stated in the Teacher's Guide underscores the learning of all 
language skills and the acquisition of both use and usage of the language. These 
objectives also seem to reflect adequately what the students express as their needs and 
interests: 
Q: Which language skills do you prefer to learn most, writing, speaking, 
listening, or reading? Why? Please list them in order of a) enjoyment b) 
usefulness for learning. 
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Sl: I enjoy speaking more than other activities. The sequence I enjoy 
most and I think is the most useful to me is speaking, listening, reading 
and writing. 
S2: Listening and speaking are of my interest, and they're also more 
useful to me because through these two I can have oral communication 
and through learning these two other aspects of the language, such as 
vocabulary, grammar and pronunciation, can be learnt as well. 
S3: All of the language skills are equally enjoyable to me, but I think 
listening, speaking, reading, and writing are respectively the most useful 
for learning. 
S4: Listening, reading, speaking, and writing are in order of enjoyment, 
but listening, speaking, reading, and writing are in order of usefulness. 
In sum, since both the students and the course objectives are oriented towards the 
acquisition of communicative competence, there seems to be a considerable degree of 
correspondence between what the interviewed students require and the objectives stated 
in the Teacher's Guide. 
Another interesting point about the above excerpts is that the students I have 
interviewed have maintained that writing is the least enjoyable and useful activity to 
them. In this regard, I would argue that the students seem to be indicating that what 
probably looks difficult to them is writing because writing, in contrast to listening and 
reading which are receptive skills, is a productive one which requires abilities which 
transcend the domain of reception. Further, writing seems to require the knowledge of 
particular genres which are not necessarily explicit to the students and which are actually 
distant from the students' immediate context of situation (Lea and Street 1999). 
However, this hypothesis needs further exploration in the sense that the students should 
be asked why they have placed writing as the last skill they prefer to learn. This can be 
considered as one of the avenues I suggest for further research. 
Comparing the students' propositions on their needs, interests and requirements 
with what the teachers have maintained in this regard, I would also argue that since 
teachers contend that the prime need of the students is to pass the high school EFL 
exams, they are likely to create a scaffold (i.e., support structure to assist students to pass 
their exams) which is different from what students really want, i.e. being scaffolded to 
learn communication. That is why Newman et al. (1989), as mentioned in Chapter 
Three, argue that the ZPD needs to be co-constructed through a negotiation between the 
expert and the novice rather than through providing a prefabricated climbing ladder for 
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the novice. In other words, an un-negotiated scaffold seems likely to be incongruent with 
what the students expect, and hence, might cause students' lack of attention (i.e., 
disaffection) and thereby their underachievement. Further, since the teachers' 
perceptions of students' needs and interests seem to be different from what the students 
express, the resources the teachers offer as a part of their support structure seem less 
likely to assist students to fulfil their potential in what they require, i.e. in learning 
communication. For instance, in one of the classes I observed, a considerable portion of 
class time was spent on material corresponding to high school EFL exams. In sum, I 
maintain that this kind of support structure, which is un-negotiated, and that might, in a 
way or another, help students to pass their exams, does not seem to bring about the 
scaffold relevant to what the students have expressed as their needs and interests. This is 
actually one of the issues I set out to explain and what this thesis is contributing to. 
Students' Expressed Language Needs and Interests and the Relevant 
Literature 
As mentioned earlier, the data collected through interviews on students' expressed needs 
and interests seem to speak to the literature on learners' needs and interests too. Alcorso 
and Kalantzis (1985) found that grammar exercises are highly preferred and 
communicative activities are downgraded by learners. My interview data seem to 
challenge this generalisation in the sense that the students I interviewed seem to 
advocate communication in the language classrooms and learning the foreign language 
through communication though they do not rule out the benefits of learning grammar: 
Q: Which one do you think is more important and useful, learning 
grammar, practising communication, or both? Why? 
S1: Both of them are useful and important, but I'm fed up with learning 
grammar because our class time's mostly spent on teaching and learning 
grammar. That's why I prefer to further learn communication. Besides, 
English is an international language, and that's why I'd like to learn to 
'communicate' in that language. 
S2: Communication, because through communication we'll 
spontaneously learn grammar as far as it's needed for communication. 
Communication ability's necessary to make relations with those people 
who know English .... if we know how to use the language, we'll be able 
to use our computers and the Internet as we wish. 
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S3: Communication's more useful and important because if we learn 
language through communication, it'll become more sensible and 
tangible for us and then we'll be able to learn grammar of the language 
easily. 
S4: Communication and grammar aren't separable from each other. If 
through communication, our grammar mistakes are worked on and 
corrected, we can learn both of these simultaneous I y. 
The above data seem to suggest that the students I interviewed do not downgrade but 
favour communication activities in the EFL classrooms. One of the pupils even goes 
further and says, "I'd also like to do homework on communication because I enjoy it 
more than doing grammar exercises." To sum up, I suggest that my participants do not 
seem to devalue communication activities; on the contrary, they seem to benefit from 
and enjoy such activities. 
As far as the literature on students' preferences is concerned, there is a 
considerable body of literature claiming that students learning foreign languages do not 
like listening activities which they often perceive as too difficult (see, for example, Clark 
and Trafford 1996, O'Reilly-Cavani 1997, Chambers 1998, Lee et al. 1998). The data 
presented above regarding the students' preference for the language skills seem to 
suggest that although students perceive listening, according to some researchers, as a 
difficult language activity, they express that they need to learn it because it is an 
essential ingredient of communication. In addition, some of the students I interviewed 
perceive listening activity even as the most useful and enjoyable activity. One of the 
students, while expressing what kinds of activities he prefers to carry out in the 
classroom, says, "I'd like to listen to real and natural audio and videotapes and 
transcribe them. In this way I can improve my listening and writing abilities." Another 
student mentions listening activities as his preferred homework assignment: "I prefer to 
be assigned homework in relation to listening activities because I feel I can't understand 
English when I hear it on the telly or in the movies." Another student talks about 
enjoyable and useful activities in the following way: "Listening, reading, speaking, and 
writing are in order of enjoyment, but listening, speaking, reading, and writing are in 
order of usefulness.' 'The viewpoint that listening is a necessary activity is reinforced by 
another student who comments on the way they can learn English better: "We should 
change our classroom environment into an English environment by communicating in 
the English language and by using audio-visual aids which are helpful for both listening 
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and speaking." Therefore, I contend that my data seem to dispute some of the assertions 
on foreign language students' perception of listening activities. 
Finally, my data seem to speak to the literature on the pupils' perceptions of 
foreign languages in another way: While discussing gender differences in pupils' 
perceptions of foreign languages, Barton (2001) claims that "pupils' awareness of the 
application of languages is often limited to travel and tourism" (Barton 2001, 49). The 
data I have collected in relation to the pupils' purposes in learning EFL appear to reveal 
that pupils' awareness of the applications of languages transcends the limits of travel and 
tourism: 
Q: What do you want English for? What are your purposes in learning 
English? 
S 1: I want it in order to communicate with nations around the world, to 
use the Internet for email and chat, and to understand the English 
programmes on the satellite. 
S2: Since English is an international language, I need to learn it to be able 
to understand the culture of and make relations with other nations. I also 
want it for using my computer. 
S3: English is a living language, and I enjoy learning it. Further, human 
being's in need of making communication, and English as an 
international language can facilitate satisfying this need. I've heard that 
when one travels abroad, English is very useful for managing himself and 
surviving45 there. 
S4: In addition to needing English to pass the university entrance exam, I 
like to be able to read and understand what other people say and write in 
English. I would also need it to read technical and academic texts if I 
could pass the university entrance exam. Besides, English is practically 
the first language of the world, and it's like a car. The better you can 
drive it, the faster you can make progress. 
The above excerpts from my interviews appear to demonstrate that students' perceptions 
of the applications of the foreign language varies from passing the university entrance 
exam to travel, to knowing other peoples' culture, to reading academic texts, and to 
using the computer and Internet. In sum, I contend that pupils appear considerably aware 
of the various applications of the foreign languages. 
45 The participant has used the phrase' geleemash ra az ab bekeshad' for which the most accurate 
translation I could think of is 'managing himself and surviving'. 
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Summary and Conclusion 
This chapter discussed the expressed language needs and interests of the pupils. In this 
regard, the chapter was divided into seven sections. Through defining the term 'needs', I 
explained that my focus would be on the 'expressed' language and language learning 
needs and interests of the pupils because, as I mentioned, pupils' needs and interests are 
so complex that a single project seems unlikely to be able to probe into all the different 
dimensions of this concept. Then I stated that it is necessary to pay attention in our EFL 
education to the students' voice and what they require, or the result might be an un-
negotiated and irrelevant scaffold, disaffection, and thereby, underachievement. I also 
discussed the research methods for exploring pupils' needs and interests, and I 
maintained that since I am doing a case study, I would look at these factors through 
interviews with pupils and their tutors as stakeholders. Mterwards, my interviews with 
pupils and their tutors were presented based on which I asserted that although the 
students' expressed language needs and interests seem to be at odds with what is offered 
to them in the EFL classrooms, textbooks and tests, there appears to be a considerable 
degree of congruence between those needs and interests and the objectives stated in the 
Teacher's Guide. The following table is an attempt to summarise this congruence and 
Incongruence: 
Pupils' expressed language Course Textbooks In-class teaching 
needs and interests objectives and learning 
activities 
Enhancing 
communicative competence + - -
as well as linguistic competence 
+ + + 
Testing communicative competence 
as well as linguistic competence 
Enhancing all language skills + - -
Further activity and participation + - -
Authenticity through cooperation 
-
between local writers and English 
native authors 
'Little but often' approach to class 
-
time 
Table 10.1: Congruence and incongruence between what the pupils 











Finally, it was shown that there is both convergence and divergence between my 
data and certain assertions in the literature on learners' needs and interests. For instance, 
I asserted that the students and teachers I interviewed seemed inclined towards what is 
referred to as 'little but often' approach which is endorsed by Lee and Dickson (1991) 
and Chambers (2001). I also maintained that my data, however, appear to diverge from 
that of Alcorso and Kalantzis (1985) on communication activities, Lee et al. (1998) on 
listening activities, and Barton (2001) on applications of foreign languages from the 
students' points of view. 
From here I will move to the last chapter of my thesis which is a concluding 
chapter consisting of summary, discussion, and conclusion. 
263 
Chapter Eleven 
Summary, Discussion, and Conclusion 
Introduction 
The present chapter, as the final one, is divided into three major sections, VIZ. 
'Summary', 'Discussion', and 'Conclusion'. In the section 'Summary', I will make an 
attempt to give a fairly comprehensive overview of the previous chapters in order for the 
reader to gain a general understanding of the whole thesis and what has been presented 
in the previous chapters. The 'Discussion' section will be given over to a review of the 
research questions, the tentative answers explored regarding the research questions, and 
the relationship of this exploration to the associated literature. The 'Conclusion' section 
is an attempt to reconsider the purpose of the thesis, its theoretical and practical 
significance, and its contribution to the field of EFL. This section also seeks to elaborate 
on the limitations of my research and on the probable avenues for further research. 
Summary 
This thesis is an attempt to research the EFL courses in an Iranian high school in order to 
understand and interpret those courses in the light of the broader research literature and 
to explain some of the likely reasons for the pupils' underachievement. One way of 
understanding and interpreting educational courses is through evaluation research 
(Murphy 2000 a, Clarke 1999). In so doing, the present thesis attempted to describe 
certain aspects of education in Iran through which it was demonstrated that high school 
curriculum in general, and high school EFL curriculum in particular, has a hierarchical 
top-down approach to curriculum development. Drawing on the curriculum evaluation 
models, I also made an attempt to adapt and extrapolate from those models and to devise 
an evaluation model which seemed to be suitable to the context of EFL in the Iranian 
high school. Needless to say, each evaluation researcher needs to find or devise a model 
which looks appropriate to his/her own situation and to the curriculum s/he is going to 
evaluate (Murphy 2000 b, Kelly 1999). I also suggested that that model needed to be 
implemented by adhering to qualitative approaches as quantitative approaches do not 
seem to reveal the 'processes' and the hidden aspects of a complex and multi-layered 
phenomenon called EFL education (Alexander 1984, Kelly 1989, Low 1989, Rea-
Dickins and Germaine 1992. Hill and Parry 1994. Kelly 1999). 
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I also reviewed certain foreign language teaching methods which seemed to be 
prevailing in the statement of course objectives, textbooks contents, in-class teaching 
and learning activities and processes, and assessment methods applied to EFL high 
school classes in Iran. Through the review of those methods as well as the concept of 
'communicative competence' and by referring to other parts of the curriculum and my 
research, it was revealed that certain limitations of the EFL high school courses could be 
identified from the application of certain FL teaching methods and from the fact that 
certain paradigm shifts in teaching methodology do not seem to be reflected 
appropriately in high school EFL education; for instance, changes from one way 
directive education (seen, for example, in Grammar-Translation Method described in 
Chapter Three) which assumes pupils as empty vessels, whose memory banks need to be 
filled in by knowledge presented and transmitted to them by the teacher and the textbook 
(i.e., the banking theory (Cummins 2000, 47) described in Chapter Ten), to interactive 
approaches to education which takes knowledge and learning as co-constructed and 
socially situated (seen, for example, in Cooperative Language Learning Approach 
described in Chapter Three) and which sees pupils as social beings who have thoughts, 
ideas, interests, prior knowledge, and world knowledge and who can make contributions 
to the process of their education by their collaboration and interaction with the tutor, 
other pupils and the instructional materials (Vygotsky 1978, Vygotsky 1987, Lave and 
Wenger 1991, Daniels 1996, Brown 2000, Daniels 2001). I also expanded on 
Vygotsky's learning theory as the learning theory with the best fit underlying this thesis. 
I maintained that, accordingly, this thesis considers learning as a socially situated 
process which prioritises the cooperation, collaboration, and interaction of learners, their 
peers, and their teachers who can act as resources to one another. I also, drawing on 
Lave and Wenger, stated that since learning is an activity situated in social contexts, it 
needs to be scaffolded through a process of negotiation between the novice (the learner) 
and the expert (the teacher and more experienced peers) so that the novice can move in 
her/his Zone of Proximal Development from peripheral participation to full 
participation, from being novice to being an expert, and from dependence to 
independence. In summary, I have suggested that these relatively recent views on and 
notions of the process of learning seem to be a part of what the EFL courses in the 
Iranian high school appear to lack, and might help explain some of the reasons for the 
students' underachievement in their communication abilities. 
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I also elaborated on the design of the study which was in close connection with 
the EFL curriculum evaluation model I presented. I maintained that as quantitative 
approaches to curriculum evaluation seem to usually focus on a limited aspect of 
curriculum, e.g. products of the curriculum, (Rea-Dickins and Germaine 2001, Rea-
Dickins and Germaine 1992) I would make an attempt to apply qualitative approaches 
such as classroom observation, interview and document examination (Wolcott 1992) 
which seem to be more helpful in investigating the processes and hidden layers of the 
curriculum. I also explained that this study would be a case study in that the case I would 
deal with (i.e., the high school) could provide me with opportunities to learn about EFL 
courses implemented in that high school (Stake 2000, Stake 1995) and might help me to 
generate hypotheses and/or modify hypotheses about those courses through exploring 
tentative answers to my research questions (Mitchell 1984). My research, thus, seems to 
be more heuristic than hypothesis testing. It was mentioned that through this case study, 
thirty EFL classes of that high school would be observed at different times taught by 
different teachers, the EFL textbooks and tests applied to that high school would 
undergo text and test analysis respectively as telling cases as these textbooks are 
common among all high schools of Iran and these tests are similar in their content and 
form though designed in different provinces, and the teachers and students of that high 
school who volunteer for interviews would be interviewed. Three EFL teachers teaching 
in different grades of high school and nine students studying in different grades were 
interviewed. The results of my data, i.e. documents, class observations and interviews, 
analysis will be presented in the following section, viz. 'Discussion'. 
Discussion 
The research questions put forward by this thesis consisted of four items: 
1. What are the relations between 'a', 'b', and 'c' in Iranian high schools? ('a' refers 
to the course objectives, 'b' to the course content which comprises (i) the 
textbook content as well as (ii) in-class teaching and learning activities and 
processes, and 'c' to the examination content.) 
2. What are the relations between 'a', 'b', 'c', and high school learners' expressed 
needs and interests? 
3. To what extent are in-class teaching and learning activities and processes 
intended and unintended? 
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4. How far can questions 1, 2, and 3 help explain the Iranian high school learners' 
underachievement? 
To explore tentative answers to the above questions and based on the EFL 
curriculum evaluation model devised, the EFL course objectives as they are stated in the 
Teacher's Guide were described, analysed, and interpreted in order to exercise a double 
loop approach to the curriculum. Throughout the description of the objectives, it was 
shown that the major objective of the EFL course, as stated in the Teacher's Guide, is to 
enhance the communicative competence as well as linguistic competence of the learner: 
" ... the acquisition of communicative competence is as necessary for foreign language 
learners as the acquisition of linguistic competence" (Teacher's Guide I and II, P. 70, 
my italics). It was shown, however, that in the elaboration of the course objectives 
communicative competence was divided into skills and certain sub-skills the effect of 
which was to marginalise key aspects of communicative competence and to privilege 
more traditional linguistic competence. In the analysis of the course objectives, drawing 
on Bachman's (1990) model of communicative competence (contending that 
communicative competence consists of linguistic competence, strategic abilities, and 
knowledge structures) and Dubin's (1989) reductionist and ideological models of 
communicative competence as analytical tools, I applied the technique of absences and 
presences. Through this analysis it was revealed that two aspects of communicative 
competence, viz. socio-cultural and strategic competence, seemed to be marginalised in 
the statement of objectives and further focus appeared to be on the improvement of 
linguistic competence of the learner. In other words, it seemed that an 'atomised, 
reductionist' (Street 2000, 34) approach has been employed in the application of the 
construct of communicative competence. In the statement of the course objectives, the 
construct of communicative competence, thus, is broken into smaller constituents (i.e. 
atomised skills) through which the socio-cultural and strategic aspects of language have 
been marginalised. I also discussed that whatever the reason is for the marginalisation of 
socio-cultural and strategic competence in the statement of the course objectives, it 
seems to be against the suggestions of foreign language educationists regarding the 
significance of the improvement of the socio-cultural competence in foreign language 
education (e.g., Pachler 1999 a, Hinkel 1999, Lewis 1999, Brown 2000, Pachler 2000, 
Domyei 2001, Chambers 2001, Roberts et al. 2001, Pachler and Field 2001, Breen 
2002). Later, in Chapter Eight dealing with the analysis of high school EFL textbooks, 
by referring to the ideas of the FL educationists about the role of the socio-cultural 
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competence and the interpretations of the consumers of high school EFL textbooks, it 
was hypothesised that inclusion of the socio-cultural and strategic aspects of 
communicative competence might enhance the foreign language learners' achievement 
as far as communicative abilities are concerned. 
As another part of my exploration in finding tentative answers to the first 
research question, as well as the third one, and following my EFL curriculum evaluation 
model, I rendered a couple of examples from my thirty EFL classroom observations. The 
analysis of my observation data revealed that there seems to be only partial harmony 
between the course objectives, as stated in the Teacher's Guide, and the in-class 
teaching and learning activities and processes. For instance, the in-class teaching and 
learning activities and processes seem to focus further on improving certain aspects of 
linguistic competence such as the knowledge of syntax, vocabulary, and reading 
comprehension which are among the course objectives. Nonetheless, there seems to be a 
considerable number of objectives stated in the Teacher's Guide that do not seem to be 
realised in the in-class activities; for instance, improving oral/aural abilities of the 
learner, transcending closed-ended activities to free production, bringing about 
integration among language skills, teaching and learning language functions through 
role-play, providing context for the activities, avoiding translating the reading 
comprehension texts, and avoiding word list memorisation. I asserted that, thus, there 
seems to be only partial harmony between what the course objectives require and what 
goes on inside the classrooms, and the unintended activities and processes (i.e., activities 
and processes not mentioned in the course objectives and/or not in accordance with the 
course objectives) seem to predominate in the EFL classrooms. This issue, I contend, is 
significant because the course objectives (discussed in Chapter Five) seem to approach 
the major objective (i.e., improving students' communicative competence) in a relatively 
more appropriate way (i.e., through asking for certain communication activities and 
through inviting students to participate in those activities) than in-class teaching and 
learning activities which seem to enhance further the linguistic competence of the 
students. Accordingly, if the institutional constraints (discussed in Chapter Seven), 
which seem to be one of the impeding factors, were loosened in a way that allowed 
teachers to move towards the course objectives, I suggest there might be a better chance 
of enhancing students' communicative competence. 
I also made an attempt to render some explanations for the partial harmony. I 
suggested that a double 'recontextualisation' (Bernstein 2000, 65) (i.e., the delocation, 
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relocation and refocusing of the real-world English discourse which seem to have caused 
the abstraction of that discourse from its socio-cultural aspects and its communicative 
nature) seems to have happened in the EFL education in the Iranian high school in the 
sense that not only the course objectives have a reductionist approach to the concept of 
communicative competence but also the classroom activities and processes seem to 
further marginalise communicative competence by focusing on certain aspects of 
linguistic competence. I argued that institutional constraints seem to be one factor in 
impeding the realisation of the objectives stated in the Teacher's Guide that also appear 
to be so varied and demanding. I also suggested that classroom culture and management 
seem to reinforce the recontextualisation of the English language in that the 
communicative nature of the language is lost through applying a 'banking-theory' style 
in language education. Further, teachers' perception of the concept 'communicative 
competence' seems to be fuzzy, and teachers do not seem to differentiate between the 
narrower and broader concepts of communicative competence. This fuzzy perception of 
'communicative competence' could be one of the reasons why some of the activities 
teachers require their students to perform (e.g., oral summarisation of reading texts) 
appear to incline towards 'procedural display' (Bloome et al. 1989, 265) as the teachers 
do not seem to lay the grounds for such activities. Moreover, classroom 'metatalks' 
(Swain 1998, 68) appear to lack in serving a communicative function. In sum, all of 
these factors seem to reinforce the recontextualisation of the English language in high 
school classrooms in that real-world English has been reduced to certain aspects of the 
language through marginalising the communicative nature of language which includes 
socio-cultural and strategic aspects (cf. Chapter Three). 
In addition, discussing the above issues along with analysing and interpreting 
certain interviews with tutors and pupils, I, accordingly, hypothesised the following: 
First, suppose that we give enough space to the broader concepts of communicative 
competence to operate in our EFL classes by loosening the institutional constraints, 
would we then achieve better processes and outcomes? Second, were the teachers aware 
of the distinction between the two concepts of communicative competence, they might 
be able to see that they are not applying a broader concept of communicative 
competence and therefore implement the notion of communicative competence more 
fully in their classrooms than they are currently doing. Third, were the teachers aware of 
the gap between comprehension and production (i.e., that comprehension does not 
automatically lead to production), they might embark on training their students on both 
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comprehension and production by providing the necessary scaffolding the pupils need to 
proceed from comprehension to production. 
As another part of my exploration to find tentative answers to my first research 
question, I analysed one of the high school EFL textbooks as a 'telling case' (Mitchell 
1984,239) in Chapter Eight. I made an attempt to analyse the EFL textbook of grade one 
of high schools in order to explore how and to what extent the course objectives stated in 
the Teacher's Guide are realised in the textbook and how this realisation might affect the 
in-class activities and processes. In so doing, different techniques of text analysis were 
applied. The result of this analysis has revealed that there seems to be only partial 
harmony between the course objectives and what is offered in the textbook. This 
harmony is mostly present regarding the objective of developing the syntactic 
competence of the learner and following the process of 'presentation, practice, and 
production'. Yet the activities and narratives included in the textbook are closed-ended 
which do not appear to invite the pupil into the process of text production, negotiation, 
interaction and communication though one of the course objectives is stated as enabling 
the pupil to 'participate' in the class activities by applying the foreign language. In other 
words, the analysis seems to suggest that language learning in the textbook has remained 
more at the level of "learning about rather than in and through" (Roberts et al. 2001, 
29). Consequently, rather than inviting the pupil to participate in the activities, the 
choice of the exercises and narratives appears to be in a way that the pupil is 
institutionalised as 'an object with ears rather than a subject with voices' (Dendrinos 
1992, Cummins 2000). 
Furthermore, throughout the analysis of the textbook, two hypotheses emerged: 
First, inclusion of socio-cultural and strategic dimensions of the FL might enhance the 
foreign language leamer's achievement as far as communicative abilities are concerned. 
Second, inclusion of open-ended activities and narratives might invite the pupil into 
further participation and thereby operationalise a broader concept of communicative 
competence in the classrooms. Moreover, through interviews with teachers and students 
as textbook consumers' interpretations which constituted a part of my textbook 
description, it was hypothesised that an EFL textbook written in cooperation between 
local writers and English native authors seems to have more credibility to the textbook 
consumers. This latter finding seems to counter-argue Dendrinos's (1992) contention 
that EFL teachers and students prefer an EFL textbook written by an 'English native' 
author. 
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Another part of my first research question concerned the relation between the 
EFL tests run at the Iranian high school and other components of the high school EFL 
curriculum. The result of my test analysis, in Chapter Nine, seemed to suggest that there 
is a misconception of 'content relevance' in that content relevance is confused with 
content replication. The test examined also seemed to have method relevance to the 
textbook and in-class activities plus domain representativeness. It was also revealed that 
high school EFL tests seem to test further the memory (i.e. a construct irrelevant factor) 
of the pupils rather than their language abilities. Then, it was argued that high school 
EFL tests seem to further approach the autonomous model of language and language 
testing by excluding knowledge structures (i.e., world knowledge as well as socio-
cultural knowledge) - construct under-representation. In other words, there appears to be 
a tension in the sense that though there might be some kind of internal correspondence 
between the test material on the one hand and the textbook content and in-class activities 
and processes on the other, the test seems to be at cross-purposes with broader concepts 
and desires. While the teachers seem keen to develop and to test their students' 
communicative competence and while the declared aim of the course, according to the 
Teacher's Guide, is to enhance the students' communicative as well as linguistic 
competence, the content of the test seems narrower than this in that it focuses on certain 
aspects of language through a practice of reproducing the textbook content in the test 
items. 
Based on my interviews, I also suggested that giving variety to language tests 
seems favourable in order to avoid the over-predictability of what is to be assessed. In 
this way, teachers and test developers might be able to prevent the pupil from narrowing 
down what s/he studies onto certain components of the instructional materials by 
ignoring the components which s/he predicts as less likely to be tested in the exam. My 
interviews with teachers and students also indicated that there seems to be a hidden 
conflict between the practitioners and their pupils' views and interests on the one hand 
and what the EFL exams test on the other: While the former seem to prefer a test which 
attempts to measure the communicative competence of the learner, the latter seems to 
test the linguistic competence. In Chapter Nine, I also argued that some practitioners, 
probably due to the practicality of certain tests, appear to have a positive attitude to 
negative washback though this type of washback is downgraded by language testing 
theorists on account of the fact that negative washback can divert the language course 
from its objectives (see, for example, Bailey (1996) and McNamara (2000». Finally, my 
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interviews with teachers and my classroom observations data indicated that there seems 
to be washback on both instructional content and method though the literature on 
language testing claims that washback affects only the former and not the latter (Wall 
and Alderson 1993). 
The second research question of mine (i.e., the relations between different 
components of the high school EFL curriculum and the high school students' expressed 
language and language learning needs and interests) was explored through interviews 
with both high school pupils and also their tutors as stakeholders. In Chapter Ten dealing 
with the students' needs and interests, I stated that it is necessary to pay attention in our 
EFL education to the students' voice and what they require, or the result might be an un-
negotiated scaffold, students' disaffection, and thereby their underachievement. I also 
mentioned that if the students' needs and interests are not identified, the scaffolding 
provided for the students will be less likely to be an appropriate one, and hence, learning 
will be less likely to take place. Though I by no means claimed that students know best, 
I argued that the inclusion of their voice in curriculum development could help us build 
an appropriate scaffold to support their learning more successfully. I also discussed the 
research methods for exploring pupils' needs and interests, and I maintained that since I 
was doing a case study, I would look at these needs and interests through interviews with 
pupils and their tutors as practitioners who have considerable contacts with the pupils 
and probably have experience of what their pupils require. My interviews with pupils 
and their tutors revealed that although the students' expressed language and language 
learning needs and interests seem to be at odds with what is offered to them in the EFL 
classrooms, textbooks and tests, there appears to be a considerable degree of congruence 
between those needs and interests and the objectives stated in the Teacher's Guide: The 
students seem to prefer opportunities to enhance their communicative abilities as well as 
their linguistic competence. Needless to reiterate, the major objective of the EFL course 
stated in the Teacher's Guide is to improve both the communicative and linguistic 
competence of the learner. Further, since there seems to be a hidden conflict between 
what the students' want and what the teachers maintain the students require, the 
necessary scaffolding, as I maintained earlier, does not seem to be provided for the 
students, and this, I suggest, can be one of the reasons for the students' 
underachievement. 
I also showed that there is both convergence and divergence between my data on 
learners' needs and interests and certain assertions in the literature on that issue. For 
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instance, the students and teachers I interviewed seemed inclined towards what is 
referred to as 'little but often' approach to class time which is endorsed by Lee and 
Dickson (1991) and Chambers (2001). However, my data appear to diverge from that of 
Alcorso and Kalantzis (1985) on communication activities, as the pupils I interviewed 
do not seem to underplay such activities. My data also seem to counter the claims of Lee 
et al. (1998) on listening activities, because the pupils I interviewed seemed aware of the 
role of listening activities and were likely to profit from and enjoy such activities. My 
data also diverge from Barton's (2001) claim about applications of foreign languages 
from the students' points of view in the sense that my pupil participants' awareness of 
the applications of EFL seems to transcend the limitations of travel and tourism. For 
instance, in addition to travel and tourism, the pupils I interviewed pointed to other 
applications of foreign languages, including knowing other peoples' culture, reading 
academic texts, and using the computer and Internet. This awareness, I contend, seems 
to suggest more maturity on the side of pupils than some FL researchers and 
practitioners have assumed. Accordingly, I suggest that hearing pupils' voice can be 
helpful in our curriculum development as they seem more mature than we might assume. 
As a consequence of my explorations to find tentative answers to my research 
questions 1, 2 and 3, I suggest, due to my holistic approach to the curriculum and 
various interpretations I have presented, I have offered some considerable explanations 
that would seem to help account for the high school Iranian students' underachievement. 
These explanations, which have already been rendered in the present section as a 
response to the fourth question of my research, bring me to the purposes, significance, 
and limitations of this study which are discussed in the following section entitled 
'Conclusion'. However, before embarking on the 'Conclusion' section, it seems 
necessary to outline the major tensions inside high school EFL curriculum. These 
tensions include: 
A. Tensions in the course objectives: 
• While the main objective of the course is stated as enhancing both 
communicative and linguistic competence of the learner, two significant 
aspects of the construct of communicative competence, viz. socio-cultural 
and strategic aspects, seem to be marginalised in the statement of the 
course objectives. 
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• Whereas integration of language skills is required by the course objectives, 
each skill is treated individually and atomistically in those objectives. 
B. Tensions concerning the in-class activities: 





communicative and linguistic competence of the leamer, in-class teaching 
and learning activities seem to focus further on the improvement of the 
linguistic competence of the learner. 
Though the course objectives ask for the integration of the language skills, 
in no classes is the integration of the four language skills seen in a single 
seSSIOn. 
In spite of demanding open-ended activities by the course objectives, such 
activities are hardly seen in the high school EFL classes I have observed. 
While the course objectives seem to emphasise teaching and learning of all 
four language skills, in-class teaching and learning activities appear to 
emphasise reading and writing activities. 
Whereas the course objectives ask for avoiding teaching reading texts 
through translation, translation of texts is seen in a number of the EFL 
classes I have studied, and students seem to learn, to some extent, this 
expertise, albeit unintended. 
• Though the course objectives ask for avoiding requumg students to 
memorise lists of words, this activity is required of a number of the EFL 
classes I have participated in. 
• Whilst the course objectives require students to participate in the in-class 
activities, most of the students seem to have a low level of activity in the 
EFL classes. 
• In spite of the fact that the teachers say they intend to improve the 
communicative and linguistic ability of the leamer, their in-class activities 
seem to enhance further the linguistic competence of the learner. 
C. Tensions concerning the EFL textbooks: 
• In spite of demanding open-ended activities by the course objectives, the 
textbooks seem inclined further towards parrot-like activities which are 
closed-ended. 
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• Though the teachers and students seem to prefer EFL textbooks written in 
cooperation between local writers and native English authors, high school 
EFL textbooks are written without such cooperation. 
D. Tensions concerning the EFL tests: 
• 
• 
Whereas the course objectives demand the improvement of both 
communicative and linguistic competence of the leamer, high school EFL 
tests seem to attend further to assessing the leamer's linguistic 
competence. 
Whilst the practitioners and students seem to prefer EFL exams that can 
test communicative as well as linguistic abilities of the students, high 
school EFL exams seem to test further the linguistic ability and memory of 
the students. 
E. Tensions concerning the learners' expressed needs and interests: 
• Though the students require oral/aural activities, in-class teaching and 
• 
• 
learning activities seem to focus more on reading and writing practices. 
Whilst the pupils maintain that they requIre improving their 
communicative abilities, the tutors assert that the pupils' major target is to 
pass EFL exams successfully. 
Whereas the teachers and students reqUIre 'little but often' class time 
spreading over the week, the number of EFL class sessions in high school 
timetable is limited. 
I would, then, suggest that merely incorporating the concept of communicative 
competence into the high school EFL curriculum is not enough. To enhance the 
communicative abilities of the high school students, certain principles and prerequisites 
need to be met. I would also suggest that certain of those principles and prerequisites 
could be met if some of the above-mentioned tensions in high school EFL curriculum 
were resolved in the following ways: 
• Students and teachers' voices are heard In the process of curriculum 
development. 
• Collaboration and participation replace directive education and the banking-
theory style. 






Open-ended activities are added to classroom activities and textbook 
contents so as to invite students to the process of text production, 
participation, negotiation, interaction, and communication. 
A more ideological approach to the concept of communicative competence 
is adopted; in other words, socio-cultural and strategic aspects of language 
are attended to in the statement of the course objectives, contents and forms 
of textbooks, and classroom activities. 
High school EFL textbooks are written in cooperation between local writers 
and English native authors in order for the textbooks to have more credibility 
to practitioners and learners. 
High school EFL tests attempt to avoid construct irrelevant factors, construct 
under-representations, and uniformity so as to assess further communicative 
abilities and to eschew negative washback. 
• Institutional constraints are loosened. 
Conclusion 
This section is divided into four subsections, namely 'The Purpose of the Study', 'The 
Significance of the Study', 'The Limitations of the Study', and 'Suggestions for Further 
Research' . 
The Purpose of the Study 
My research aim was to understand and interpret the EFL curriculum in an Iranian high 
school. This aim, I suggested, could be achieved through the evaluation of that 
curriculum (Murphy 2000b, Roberts 1998) by examining how policy was translated into 
practice in classrooms in the context of the Iranian high school. Moreover, the present 
study was intended to be an 'evaluation research' through applying the methods of social 
science research (Murphy 2000a, 210, Clarke 1999, Vi) in order to understand an 
activity (Le., an EFL curriculum) better while linking its findings with the literature, and 
in this way, attempting to make contributions to knowledge. The present study, 
accordingly, was going to be heuristic in the sense that evaluating the EFL curriculum in 
an Iranian high school and gathering the relevant data, it was going to propose 
hypotheses regarding certain identifiable limitations, positive teaching and learning 
issues, and the processes implemented in carrying out that curriculum. In this way, I 
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hoped to provide formative feedback to the stakeholders (i.e., policy makers, curriculum 
developers, textbook writers, practitioners, test designers, and students) of that 
curriculum in the hope that some of the reasons for the underachievement of the high 
school Iranian students could be illuminated and 'appropriate action might be taken by 
the stakeholders' (Rea-Dickins 2001, 432). 
The Significance of the Study 
The significance of this study is twofold: theoretical and practical. These two types of 
significance will be discussed in the following two subsections. 
Theoretical Significance 
Theoretically, my research seems to be able to contribute to curriculum evaluation 
theory by highlighting the complexities of evaluation, recording the experiences during 
the process of evaluation, and publicising the limitations one might come across 
throughout that process. The present research will also, I hope, give insights to those 
concerned with curriculum development and evaluation to have a clearer and deeper 
understanding of the concepts of development and evaluation. As Kelly (1999) puts it, 
empirical research on each or all aspects of educational curricula can provide evidence 
which may be very valuable to the students of curriculum, curriculum planners, and 
those dealing with the areas of curriculum evaluation, development, and research. 
In addition to providing insights and understanding to those dealing with 
curriculum evaluation theory, it also seems that the present study will contribute to that 
theory by placing a curriculum evaluation frame, developed by me, into empirical 
validation. As Bachman (1989) asserts, frames are subject to empirical validity; i.e. the 
validity of frames is to be tested during their use. Bachman also reiterates that although 
frames might be inadequate for our purposes, we need patience to continue the cycle 
process of hypothesis testing to make progress both in theory and practice. Accordingly, 
since my project has also investigated the empirical validity of my frame by putting that 
frame into practice, I hope it has been able to take curriculum evaluation theory one 
modest step forward. Other researchers in their own contexts, thus, could adopt or at least 
utilise my evaluation frame if they had an EFL curriculum similar to that of Iranian high 
schools involving similar complications. 
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Moreover, according to Kelly (1989), if there were enough educational literature 
of other countries where a national curriculum is established, it would have an inevitable 
influence on the growth of our understanding of different aspects of a multifaceted 
phenomenon called 'curriculum'. In this way, my research also contributes to the 
literature on curriculum development and evaluation because it has made an attempt to 
describe and evaluate the national EFL curriculum in an Iranian high school, thereby 
providing a case study in one particular national context from which some useful 
messages may be derived. These include a curriculum evaluation model (discussed in the 
preceding paragraph), the significance of participation and collaboration in EFL 
education, and the inadequacy of sweeping generalisations (discussed in the following 
paragraphs). Furthermore, since "attention to evaluation and its uses in ELT is relatively 
recent" (Murphy 2000 a, 210), this study hopes to add to the literature on the relationship 
between evaluation and ELT. 
In addition to the above theoretical implications, the present study contributes to 
the field of EFL by speaking to the literature on certain aspects of EFL, in association 
with the components of the EFL curriculum frame I devised46• For instance, this thesis 
hypothesises that the notion of autonomous and ideological communicative competence 
put forth by Dubin (1989) seems to be 'fuzzy' in the practitioners' conceptualisations of 
'communicative competence'. In addition, while Dendrinos (1992) hypothesises that an 
EFL textbook written by a 'native English' author has more prestige and authority for 
EFL practitioners, this thesis hypothesises that an EFL textbook written in cooperation 
between a local non-native writer and an English native author seems to have more 
credibility to high school EFL textbook consumers. In addition, the present study 
modifies the hypothesis presented by Wall and Alderson (1993) on washback. While 
Wall and Alderson hypothesise that washback affects the content of instruction and not 
the methodology of teaching, the present study seems to suggest that washback appears 
to affect not only the content but also the method of instruction. Furthermore, as was 
mentioned earlier, in accordance with the findings of Lee and Dickson (1991) and 
Chambers (2001), my interviews seem to reveal a preference among practitioners and 
pupils of a 'little but often' approach to class time. I contend this issue seems to have 
certain implication for school timetable: Allotting further sessions bearing relatively short 
46 My EFL curriculum evaluation frame consisted of five components: course objectives, in-class teaching 
and learning activities, textbook contents. test contents, and learners' expressed language needs and 
interests. 
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times to the EFL classes might help improve our EFL activities as students will have 
more frequent exposure to the foreign language. Moreover, different and sometimes 
conflicting interpretations, as was pointed out earlier, can be drawn from my data on 
learners' needs and interests on the one hand and certain assertions in the literature on 
this issue on the other. For instance, my pupil participants tend to appreciate 
communication activities, and this finding seems to challenge that of Alcorso and 
Kalantzis (1985). My findings also seem to contradict those of Lee et al. (1998) on 
listening activities. My pupil participants appear to place a high value on listening 
activities and assert that they can benefit from and enjoy such activities. The inclusion, 
thus, of such activities in our in-class processes might be helpful to our students. Further, 
my interviews seem to reveal that the interviewed students have a greater appreciation of 
the applications of EFL beyond activities such as travel and tourism that Barton (2001) 
claims. As was stated earlier, I contend that such an appreciation by students seems to 
suggest greater maturity on their part than what practitioners and FL researchers might 
assume; consequently, hearing the students' voice seems reasonable to involve them in 
building up a negotiated scaffold with and for them. My research, hence, seems to speak 
to the literature on certain aspects of EFL education in that, I contend, generalisations 
such as those mentioned above are not appropriate given the complexity of the EFL field. 
To capture this complexity, we need to pay attention to the sUbjectivity offered by 
teachers and students through their ideas and experiences, to the reflexivity of the 
researcher, to the importance of context, and to the recognition that linguistic items do 
not have simple, autonomous meanings but that the meanings of terms are lexically and 
syntactically embedded in contexts and vary from one context to another. I do not claim 
that we cannot have patterns and generalisations in the field of EFL, but the patterns and 
generalisations, I contend, have deeper complexity and meanings than what a positivist 
perspective purports. My contribution, then, is to a more interpretivist stance on EFL 
from an epistemological perspective in the sense that my research seems to suggest that 
we cannot treat EFL anymore as subject to a natural science, positivist, descriptive 
paradigm in which generalisations are sweeping. As Rea-Dickins and Germaine (1998) 
maintain, the qualitative, naturalistic paradigm "not only increase democracy and 
participation ... but also provide information on the full (er) context (or at least more than 
by partial empirical methods)" (Rea-Dickins and Germaine 1998, 18). 
Moreover, I would argue that my research contributes to the significance of 
collaborative learning theory in EFL education. I showed that in my research context 
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(i.e., EFL curriculum in an Iranian high school), collaboration and social construction of 
knowledge seem to be marginalised whilst directive and non-participative education, in 
which transmission of knowledge by teachers and internalisation of knowledge by 
students are prioritised, appears to predominate. This marginalisation of collaboration 
and participation of the learners in the process of EFL education, I contend, is one of the 
likely reasons for their underachievement in EFL communication abilities. 
Furthermore, qualitative and ethnographic approaches to EFL research, to the best 
of my knowledge, seem rare in Iran as quantitative approaches dominate the discourse of 
EFL research in that country. My research, then, as one of the first ethnographic 
evaluation research studies of school-based EFL in Iran, can be considered as a 
contribution to the introduction of qualitative approaches to EFL studies in Iran and as 
reconciliation between such approaches and EFL research in that country. Furthermore, 
applying reflexivity, i.e. the process of reflecting in the researcher's account on the 
effects of his/her presence, actions, values, and experiences on his/her data production 
and interpretations (Robson 2002, Mason 2002, Holliday 2002) as well as on the process 
of evaluation research, seems to be another contribution of this thesis in that 'bridges 
have been built' between the ethnographic concepts and evaluation processes. In other 
words, this research as a qualitative study which has implemented ethnographic 
techniques seems to contribute to 'building bridges' (Rea-Dickins and Germaine 1998) 
between disciplinary areas such as ethnography and EFL curriculum evaluation because, 
according to Roberts (1998), ethnography has been 'relatively little used for evaluation in 
applied linguistics" (Roberts 1998,54 in Rea-Dickins and Germaine 1998). 
Practical Significance 
Practically, the results of this study may be applicable in helping to improve the content 
of the English language textbooks, the EFL examination contents, and the EFL 
methodology used in Iranian high schools. On the whole, policy makers, syllabus writers, 
materials developers, teachers, and EFL learners in my country might all benefit from the 
results of this research to modify and improve their policy, syllabus, materials, teaching 
activities, and learning activities respectively, if I could disseminate and follow up my 
research results. In other words, the results of this study could be used to improve the 
Iranian EFL curriculum through impacting on the policy of curriculum development as 
well as on the practice and application of the EFL curriculum (i.e., catalytic validity). 
Besides, as Hargreaves asserts," DESIGN IS not complete without 
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IMPLEMENTATION and EVALUATION" (Hargreaves in Johnson (Ed.) 1989, 36); 
thus, as the following diagram shows, the results of the present evaluation research could 




Figure 11.1: Relations between design, implementation and evaluation, adopted from 
Hargreaves in Johnson (Ed.) 1989,35 
It also seems important to mention that in this study the term 'feedback' has 
implied what Black and Wiliam (1998) put forth: " ... we propose, for the sake of 
simplicity, that the term feedback be used in its least restrictive sense, to refer to any 
information that is provided to the performer of any action about that performance 
(Black and Wiliam 1998: 53). Black (2001), through reviewing four significant 
research projects, and Black and Wiliam, through their vast and inclusive review of 
literature, conclude that formative feedback (i.e., tailored comments) is much more 
effective in all educational areas, particularly in enhancing learning activities, than 
summative feedback (i.e., grades and marks). Accordingly, I hope my study, among 
other things, may also have provided formative feedback to the stakeholders of EFL 
curriculum in Iranian high schools in order to 'take appropriate action' (Rea-Dickins 
2001, 432). The present research, thus, could be considered as collaboration with those 
stakeholders in an attempt to build a better EFL curriculum for Iranian high schools. 
The Limitations of the Study 
I started this research while I held a general fuzzy perception of EFL curriculum 
evaluation research. Throughout my research, I gradually realised the topic is so vast 
and complex that it would be unwise to assert that I would or could do perfect research. 
I also realised, through my presentations and seminars as well as discussions with my 
supervisors, that it was somewhat impossible to satisfy all critics as EFL curriculum is 
such an extremely complex and multi-layered phenomenon that its each single layer 
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seems to need separate extensive research. All these complications, on the one hand, 
remind me of a wise saying (though I do not recall where I have read it) that curriculum 
evaluation research is a 'horrendous activity'. On the other hand, they also remind me 
that "to live the writing life as an academic is to agree to live within a culture of 
criticism" (Goodall 2000, 25). I accept that the culture of criticism I lived within during 
my PhD study not only taught me to be open to critiques but also helped me to gain a 
critical understanding of certain EFL educational processes. Accordingly, EFL 
curriculum evaluation research has been an enjoyable challenge for me. 
Since, as was stated earlier, no research can be completely comprehensive or 
ideal, I need to elaborate on the limitations of my study. The main limitations include 
the following: 
1. Since I did not have a chance to have an interview with high school EFL textbook 
writers, I could not elaborate upon the likely effects of high school EFL exams on 
writing the content of the textbooks. Likewise, I could not explain the likely 
impacts of EFL course content (i.e., in-class teaching and learning activities, 
textbooks, and tests) on specifying the course objectives. Though I did my best to 
interview the textbook writers, I did not have a chance to do so; however, I contend 
having an interview with them could have been very helpful in exploring the 
processes of high school EFL curriculum development. 
2. Since I had no access to the process of textbook production and distribution, I was 
only able to touch upon the surface of that process. 
3. I am aware that EFL curriculum is influenced by an array of external factors, e.g. 
pupils' motivations and attitudes, pupils' EFL background knowledge, tutors' 
motivations and attitudes, and tutors' professional trainings, though I was able to 
cast the net of my research only on the internal components of the EFL curriculum 
in an Iranian high school, namely the course objectives, the textbooks, in-class 
activities and processes, the examinations, and learners' expressed language needs 
and interests. 
4. According to Pachler and Field (2001, 1999), FL learners need to increasingly 
dispense with the teacher because language learning and language use exact 
independence. It is also argued that one of the reasons for FL learners' 
underachievement is that we have not helped them to learn learning strategies (i.e., 
tactics doing with how to go about learning) and to become more effective learners 
to tackle things on their own (Harris 1997, Grenfell and Harris 1999). Though in 
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different chapters of this thesis (e.g., in Chapters 5, 6, 7, 8, and 10) I touched upon 
certain aspects of strategy instruction in the EFL curriculum in an Iranian high 
school, I did not probe into this dimension of teaching and learning activities so 
deeply as this dimension is so vast (see O'Malley and Chamot 1990, Harris 1997, 
Grenfell and Harris 1999) that it, I suggest, can be the topic of a separate thesis. 
5. One of the elements supporting FL education that is missing from all the 
component parts of the high school EFL curriculum is the application of ICT 
(Information and Communications Technology). There is an enormous body of 
literature on the benefits of applying ICT to FL education (see, for example, 
Pachler and Field 2001, Pachler 2001, Pachler 1999 a, Leask and Pachler 1999, 
Noss and Pachler 1999). The following are but a few of the supports that ICT can 
provide for FL education if it is applied sensibly and sensitively: 
• Providing learners with a range of resources in the foreign language 
(Pachler and Field 2001). 
• 
• 
Facilitating access to authentic materials (Pachler 1999). 
Bringing about integration among language skills through 
multimodality (Pachler 1999). 
• Helping learners with vocabulary learning (Pachler 2001). 
• Supporting learners' cultural learning (Pachler and Field 2001). 
ICT 
• Enhancing learners' working together and learning from each other (Pachler 
1999). 
• Facilitating learner participation and interaction with the teacher and other 
learners (Pachler 1999, Pachler 1999 c). 
• Facilitating learners' collaboration in the construction of texts and 
negotiation of meaning (Pachler 1999, Pachler 1999 c). 
• Helping with language assessment (Pachler and Byrom 1999). 
• Motivating learners to learn FLs (Pachler and Field 2001, Sadeq 2002). 
• Supporting learners' learning and practitioners' teaching (Pachler and Field 
2001). 
However, due to the broadness and complexity of the research on and applications of 
ICT, exploring the likely impacts of ICT on students' EFL achievement and FL 
education in the Iranian high school seems beyond the scope of the present thesis, 
although its potential and advantages are acknowledged. 
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These limitations are thus the subject of the next section, viz. 'Suggestions for 
Further Research' . 
Suggestions for Further Research 
It seems that the research limitations mentioned in the previous section could also be the 
subject of further research on EFL curriculum. For instance, investigating the probable 
effects of high school EFL exams on writing the content of high school EFL textbooks 
and the likely influences of EFL course content on specifying the course objectives 
could be one avenue for further research. In addition, the processes of high school EFL 
textbooks production and distribution could also be researched by those researchers who 
are interested in and have access to these processes (an example of such research is 
Jennifer Rowsell's (2001) on publishers of textbooks). Furthermore, as was discussed in 
Chapter Eight dealing with the analysis of high school EFL textbooks, the probable 
effects of sexist language in the EFL textbooks of high school on EFL learning of high 
school girls could be proposed as another avenue for further research. In addition, as 
was argued in Chapter Ten, exploring the reasons why students consider writing as their 
last preference among language skills could be another area worth researching. 
Moreover, researching the impacts of external factors, such as the pupils' motivations 
and attitudes, the pupils' EFL background knowledge, the tutors' motivations and 
attitudes as well as their professional training, on the internal components of high school 
EFL curriculum might also help understand and interpret the reasons for the pupils' 
underachievement. Additionally, the effects of helping Iranian high school EFL students 
to improve their learning strategies on their achievement is also one of the areas which, I 
suggest, needs further research (an example of such research is Grenfell and Harris's 
(1999) on secondary school pupils learning modem foreign languages in the British 
context). Moreover, the likely impacts of the application of ICT on students' EFL 
achievement and EFL education in the context of the Iranian high school is another area 
worth researching (an example of such research is Taiba Sadeq's (2002) on the impacts 
of the application of CALL (Computer Assisted Language Learning) in a Kuwaiti 
context). 
Further to the above, I hope I have been somewhat able to show that 
marginalisation of learners' collaboration, involvement and interaction in EFL learning 
is likely to cause a hindrance in enhancing their communicative competence: however, 
further exploration of the significance of collaboration and participation in the process 
284 
of enhancing pupils' communicative competence seems necessary since what I have 
argued throughout this thesis are certain interpretations and hypotheses which need to be 
subjected to further research. 
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· - AlI)JO)eUOUx A~ ~ample Material from English 900 
UN IT DESCRIBING OBJECTS 
... : 
301 What color is your book? 
302 My book bas a dark blue cover. 
303 How moch does that typewriter weigh? 
304 It's uot too heavy, but I don't know the exact weight. 
305 This round table weighs about forty-five pounds. 
306 What size suitcase do you own? 
307 One of my suitcases is small, aDd the other one is medium size. 
308 I like the shape of that table. 
309 How long is Jones Boulevard? 
310 That street is only two miles long. 
311 Will you please measure this window to see how wide it is? 
312 This window is just as wide as that one. 
313 The walls are three inches thick. 
314 This material feels soft. 
315 This pencil is longer than that one. 
318 
2 UNIT ONE 
INTONATION 
301 What color is your fb'ook? 
"-
302 
303 How much does thatltype~riter pei( 




This roundfUiPle weighs about forty-fiverPo~. 
What size ~case do you own? 
:·IL-____ _ 
Onelof my suitcases is JsV' and the lothfr one is9dium size. 
J08 I like the [shape lof t-hat ~Ie. 
L 
30Q HowfIongps Jonesl Bodlevard? 
I 
310 That [streetI is only two milesfi'ong. 
'( 
311 Will youfpleaselmeasure thisl win1dow to see howJwjde it is? 
V 
312 Thi,s window is just as wide as that one. 
----
313 Thefwallslare three inchesrthi~k. 
"-
314 This materia] feels Isoft. 
'" 315 This pencil is longer than that one. 
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UNfT ONE 3 
VERB STUDY 
1. weigh 
a. How much does that typewriter weigh? 
b. This table weighs about forty-five pounds. 
c. Did you weigh the suitcase? 
d. Yes, I weighed the suitcase this morning. 
2. like 
a. I like the shape of that table. 
b. Do you like the shape of that window? 
c. I liked the movie very much. 
d. He likes the medium size suitcase. 
3. measure 
a. Will you please measure this window? 
b. I've already measured that window. 
c. I'm measuring the window right now. 
d. Did he measure the table to see how long it is? 
4. feel 
a. This material feels soft. 
b. I feel fine today. 
c. I didn't feel well yesterday. 
d. He felt the material to see how soft i~. was . 
5. own 
a. What size suitcase do you own? 
. 
. 
b. I own a small suitcase and a medium size one. 
c. He owns that automobile. 
d. Last year he owned a good automobile. 
6. have 
a. ?viy book has a dark blue cover. 
b. I have two suitcases. 
c. Last year I had a good typewriter. 
d. Does he have ~ dark hlue book? 
7. be 
a. What color is your book? 
b. The walls are three inches thick. 
c. I'm a doctor. 
d. He was in New York yesterday. 
e. Isn't John your brother? 
.. 
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4 UNIT ONE 
SUBSTITUTION DRILLS 




? Do you remember? 
2. My book has a dark blue cover. Have you seen it? 
light blue 
bright red 
red and blue 




weigh? Can you tell me? 
4. It's not too heavy , but I don't know the exact weight. 


















, and the other one is medi urn. 
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UNIT ONE 5 








is Jones Boulevard? Do you know? 
10. That street is only two miles long 
two blocks long 
300 yards long 
two miles in length 
900 feet long 
What's the name of 
the street? 
11. Will you please measure this window to see how wide it is? 












as that one. 






6 UNIT ONE 




hard and dry 
soft and wet 
How does that material feel? 






16. This book weighs two pounds 
twen ty ounces 
2lbs. 
25 oz. 




[8. What size is your apartment? 
How big 
9. Do you have a large suik:ase? 
own 
want 
1 Your suitcase IS very heavy. 
looks 
feels 
What's the weight of that 
book? 
wide. What's the width of that 
window? 
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UNIT ONE 7 
REAIlING PRACTICE 
Describing Objects 
Yesterday was Jim's birthday. He got a lot of presents from hi! 
friends and farnily. All the gifts were wrapped in colored paper. Somt 
of the packages were large, but others were very small. Some wen 
heavy, and others were light. One square package wa~ blue; there wa~ 
a book in it. Anoth<:>r one was long and narrow; it had an urnhrella ir 
. it. lim's sister gave him a big, round package. He thought it was a ban 
but it was not. \l./hen he removed the yellow paper that covered it, ht 
saw that it was a globe of the world. 
After that his brother gave liln another gift. It was a big box wrappec 
in green paper. lim opened it and found anot."1er box covered '.'lith fec 
paper. He removed the paper and saw a third box; this one was blut 
in color. .~ 
. , 
Everyone laughed as Jim opened the boxes. There were six of them~ 
In the last one he found a small white envelope. There was a piece oi 
paper in the envelope which said: "Go to the big bedroom. Look in the 
closet near the high window. You will sec three suitcases: a black one: 
a brown one and a gray one. Your birthday present is in one of. these." 
Jim went in the large bedroom. He went to the closet and began 
opening the suitca')es. He had to open a~l of thern before he saw his 
brother's present. He was very happy. ~it was just what Jim wanted-a 
portable typewriter. 
Questions 
I. What was in t~ square blue package? 
2. What did Jim's sister give him? 
3. What was in the long, n3rrow box? 
4. Describe the gift from Jim's hrother. 
5. Was Jim happy with the gift from h is brother? Why? 
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8 UNIT ()NE 
CONVERSATION 
Judy comes home late with a surprise for her husband, Fred. 
FRED: Judy! Where have you been? It's after six o'clock. 
JUDY: Wait until I tell you, Fred! I've been downtown and I saw just 
what I wanted. 
FRED: I know. A green dress to match the green shoes you bought last 
week. 
JUDY: No. Not a green dress or a red one or a yellow one. It isn't 
anything for me. It's for our house. 
FRED: Our house? What is it? 
JUDY: You'll never guess. It's a new sofa. A yellow one. 
FRED: We already have a sofa, Judy. A very good one. 
JUDY: I never liked it. It's brown and our other furniture is light blue . 
• 
It doesn't match. The yellow one will look good with our other 
things. 
FRED: Very well. Tell me about it. 
JUDY: First of all, it's exactly the right size for the wall near the window. 
The sofa we have now is too short. 
FRED: Is it wide or narrow? 
JUDY: It's as wide as our old sofa, but it looks narrower because it's 
longer. 
FRED: Fine. Then I'll have a very good place to sleep after dinner. 
~\ 
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UNIT ONE 9 
EXERCISES 
1. Complete the following sentences with the correCT word. 
E)(ample: My automobile is longer than yours. (longer, length) 
."tledium, small) 
a. 11'tis typewriter weighs . (light, heavy, 25 Ibs., 10 inches) 
b. The typewriter is than this pencil. (light, heavy, lighter, 
heavier) 
c. This pencil is than the typewriter. (light, heavy, lighter, 
heavier) 
d. Jones Boulevard measures ___ in width. (36 lbs., heavy, 
36 OZ., 36 feet) 
e. It is ___ than Lane Street. (wide, wider, width, H'eight) 
f. I don't know the exact of the window. (wiJe, wide;, 
width, high) 
g. This window is than that one. (narrow, narrower, height, 
width) 
h. This wall is just as _ as that one. (tht'ck, Jhickness, width, 
-~. height) 
2. Complete ~he sentences ~ith the correct word fr:>m the list below: 
weight size color 
height width 
a. The ___ of this book is blue. 
b. The __ of this table is round. 
shape 
material 
c. The ___ of this suitcase is 20 Ibs. 
d. The of the street is 2 miles. 
e. This suitcase is a small __ _ 
f. This window is high. Its ___ is three feet. 
g. This is a wide street. Its is 36 feet. 
h. This __ _ feels soft. 
length 
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3. Conlplete the se Ii tences below with the appropriate words from the 
Ii st: 
large wide long light hard 
narrow thick soft small dry 
thin heavy wet short 
Example: Elephants are big: They are not small. 
a. This suitcase is awfully heavy. It is not __ _ 
b. This table is pretty small. It is not __ _ 
c. This material feels fairly soft. It is not __ _ 
d. Jones Boulev[!rd is very wide. It is not __ _ 
e. The window was wet. It was not __ _ 
f. The~e walls '.re two feet thick. They are not __ _ 
g. This street is very long. It is not __ _ 
h. This is a thin book. It is Dot __ _ 
i. This is a narrow window. It is not __ _ 
j. This is a light briefcase. It is not __ _ 
k. This is a hare bed. It is not __ _ 
I. This street is dry. It is not __ _ 
m. This table is short. It is not __ . 









what is the length 
what is the weight 
what is the thickness 
what is the width 
how tall 
Example: What is the width of that window? It is 3 feet wide. 
a. 1 of that pencil? It weighs 2 oz. 
b. is that window? It is 41 inches in width. 
c. is that street? It is two miles in length. 
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d. is that wall? It is thr~ feet thick. 
e. of that street? It is 36 feet wide. 
f. is this book than that one?' They are the same weight 
g. is your book? It is red and blue. 
h. are your suitcas~s? One is small and the other i~ medium. 
i. is that table? It is round. 
j. of that material?· It is three yards long. 
k. is John? His-.height is exactly six feet. 
5. Use the right verb form. 
weighing weigh weighs . am IS are 
. 
measure measures measun:ng 
a. How many pounds do· you ___ ? 
b. I don't know how many pounds I - __ 
c. John one Hundred and fifty pounds. 
d. You your suitcase to see what size it is. 
e. My mother the windows to see how \vide they are. 
/. I heavier than my sister. 
g. These windows wider than those. 
h. Dogs smaller than elephants. 
I. How much does that typewriter __ -? 
I j. They are the windows now to see how high they are. 
k. I am my suitcase to see what its weight is. 
I. The boulevard only three miles long. 
m. That man is ___ the boulevard now to see what its width is. 
n. That street ___ longer than this one. 
o. Will you ___ the length of this material for me, please? 
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apartment 
as ... as 
awfully 
WORD LIST 






small, smaller, smallest 




light, lighter, lightest 










foot, feet pound 
hard round 
heavy, heavier, heaviest shape 
Verb f?orms 
p. = past; p. part. == past participle 
feel, felt (p.' and p. part.) 
measure, measure( (p. and p. part.) 
own, owned (p. and p. part.) 










Weights and Measures 
26''' == twenty-six inches 
26 in. == twenty -six inches 
2' == two feet 
2 ft. == two feet 
1 yd. == one yard 
25 oz. == twenty-five ounces 
2 lb. == two pounds 
Supplementary Word List 
(Conversation and Reading Practice) 
ball furniture removed 
bedroom gifts shoes 
box globe sofa 
closet . laughed surpnse 
colored match umbrella 
covered package why 
downtown portable wrapped 
dress presents 
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5 - The Four ·Language S·kills 
The aims of language teaching courses are- very commonly defind 
in terms of four skills: listeni-ng, s~ak.ingi reaGing- and· \vriting. B-ut--what· 
is the nature of these skills? How satisfactory is it to define the aims of 
language teaching by reference to them? In this chapter we will consider 
questions of this kind and we will try to provide a framework for the 
teaching of the four language skills. 
Let us begin by reviewing what is usually said about these· four 
skills. Speaking and listening are said to relate to language expressed 
through the aural m~dium and reading and writing are said to relate to 
language expressed through the visual medi~m. Another way of 
representing these skills is by reference not to the medium but to the 
activity of the language user. Therefore, listening and reading are said to 
be receptive skills while speaking and writing ?-re said to be productive 











The y axis differentiates between aural and visual skills. These are 
some differences between these two modalities which force us to treat 
them separately. The oral langu'age exists in the dimension of time, it is 
produced by means ,of speech tract and received by means of hearing 
mechanism, it needs complex equipment to be arranged for storage and 
retrieval, its rate of production is determined by the speaker and the 
listener has no control over the speed of speech, therefore, some parts of 
the message produced bY·, means of oral language might be lost in the 
JJO 
process of .perception. The written language is not time - bound and it is 
possible not to produce the response to the written message immediately 
after receiving it and the spee-d of comprehension is controlled by the 
reader. The written language is produced and perceived by means of eyes 
and h~nd, it can. be corrected or revised, and it is simple to be arranged 
for storage and retrieval. 
The second, the ~ axis, differentiates between productive and receptive 
skills. When producing a message, the indi~idual has major control over 
the features and structural patterns being employed. When receiving, he 
loses much of the initiative, still, most people have a wider perceptive 
range rather than productive range. This is partly because of necessity and 
partly because of the normal.sequence of learning. A word (or sound or 
construction) is often acquired by first being perceived and later by being 
produced. 
Traditionally, the receptive skills were also called passive skills 
because the listener or reader does not produce messages in the same 
sense as a speaker or writer. However, listening and reading require active 
mental processing for communication to occur. According to Chastain 
(1988); communication involves active cognitive conversion processes of 
two basic types. To produce a message, the language user uses world 
knowledge and language knowledge to convert thoughts to language. To 
receive a message, she uses this knowledge to convert language to thoughts. 
Both processes are active cognitive processes pursued to create or to 
recreate meaning for some purposes. The term commll:nication also implies 
a nlinimum of two people, one to create a meaningful message and one to 
recreate that message. Communication may break down at the point of 
production or at the point of reception. The speaker or writer may not be 
successful in creating a meaningful message and the listener or reader 
may not be able to recreate the meaning well enough to understand the 
message. 
That is why we have avoided the terms " activ~ " and "passive" 
when referring to different skills. Acc·ording to Bo\ven et all (1985) all 
skills are active and that the term "passive" ignores the selectivity, 
interpretation, etc., engaged in by the receiver in listening - reading acts. 
5.1. Receptive Skills 
In this part we are concerned with issues designed to teach students 
331 
how to deal with written and spoken texts - how to practice reading and 
listening skills. In part 5 we called these receptive skills but we made the 
point that reading and listening involve active participation on the part of 
the reader or listener. The material that students are asked to read and 
listen to consist of roughly - tuned input i.n order that the students can 
cope with a higher level in receptive skills than, they can with language 
production. We can start by looking at some basic principles. 
s.l.i. Basic Principles 
In spite of the fact that listening and reading are performed with 
different mediums (spoken and written texts), there are some basic principles 
and underlying characteristics and skills that apply to both of them. In 
this regard, we will discuss the concepts of content, purpose and expectations, 
. and receptive skills. 
5.1.1.1. Content 
In our daily lives we read and listen to a great deal of language, and 
it is possible to divide this language into two broad categories: interest and 
usefulness. 
Very often we. read or listen tQ something because it interests us.A 
magazine reader, for example, chooses to read the article on page 35 
rather than the story on page 66 because he thinks the former will be 
more interesting than the latter.However, sometimes it is not the fact that 
. a text may be interesting that causes the reader or listener to pay attention 
to it; it is, rather, the usefulness of the text.If you wish to _operate a washing 
machine for the first time you will have to read the instructions so that 
you can be sure of the right way of using it. 
These two categories are not, however, always independent of each 
other. The student may well listen to a lecture that he needs for his studies 
and find it interesting at the same time.Nevertheless the two broad 
characteristics of usefulness and interest are important when making 
decisions about the kind of texts students should be exposed to. 
5.1.1.2. Purpose and Expectations 
In real life people re"ad or listen to language because they vvant to 
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and because they have a purpose for doing so.The purpose may be to find 
out what has been happening in the world (for the listener to the news) or 
to discover the latest trends in language teaching (for the reader of a 
text book). In real life, therefore, readers and listeners have a purpose that 
is more fundamental than the typical language learners' comprehension 
exercises that often concentrate only on details of language. . 
Moreover, A listener or reader will have expectations about what he 
is going to hear or read before he does so. If you tune into a radio comedy 
program, you expect to hear something funny. The reader who picks up a 
book will have expectations about the content of the book as a result of 
the description on the book jacket or simply because of the title, the 
author's name, or the design of the cover. 
People read and listen to language to fulfil a desire and to achieve a 
purpose. Usually they have expectations abO"...lt the content of the text 
before they start, the task of reading or listening. These concepts will 
have important methodological implications in language learning as we 
shall discuss later. 
5.1.1.31 Receptive skills (specialist skills) 
The reader or listener employs a number of specialist skills when 
reading or listening and his success at understanding \vhat he sees or 
hears depends to a large extent on his expertise in these specialist skills. 
We can look at six of these skills as discussed by Harmer in 1988. 
(a) Predictive skills 
The efficient listener or reader predicts what he is going to hear or 
read and the process of understanding the text is the process of seeing 
how the content of the text matches up to these predictions.At first, the 
reader or listener's predictions \vill be the result of expectations he has.As 
he continues to listen and read, however, his predictions will change as he 
recei ves more information from the text. 
(b) ~xtracting specific information 
Very often the listener or reader is involved in the use of receptive 
skills for the sole purpose of extracting information.For example, the reader 
may look at a piece of written language not to understand it all, but for 
the purpose of finding out only one or two facts.The listener ffi:.ly listen to 
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a lecture only for a particular piece of information he wants to hear. In 
- both cases the listener j reader will disregard everything except the 
information he is interested in. This skill when applied to reading is called 
scanning. 
_ (c) getting the general picture 
Readers or listeners often read or listen to something because they 
want to have a general idea of the main points of what they -have read.Indeed 
the-skill of reading ·inordertoget-the general-piGture (-often called skimming) 
presupposes the reader's ability to pick out the main points and discard 
what is irrelevant. In listening, too, this skill is necessary and widely 
practiced, pa~ticularly -since speakers often use a lot of redundancies in 
their speech. 
(d) Inferring opinion and attitude 
A reader or listener often has to be able to work out what the writer 
or speaker's attitudes ar~, especially when they are not explicitly stated. 
The experienced reader or listener uses Jhe received clues to discover 
whether the writer or speaker approves of the topic he is discussing, or 
whether his opinion _ of the personality he is describing is favorable or not. 
The ability to infer opinion and attitude is largely based on the recognition 
of linguistic sty Ie and its use to achieve appropriate purposes. 
(e) Deducing meaning from context 
Even native speakers often come across words in written and spoken 
texts that they do not understand. Based on the context in which the word 
occurs ( the sentences / information and grammar that surround it ) the 
native speaker guesses the meaning of unknown words. The inference of 
meaning is important for a language user who will often meet unkno\vn 
. words and we should try to train stu~ents in the same way to guess the 
meaning of unknown words. Of course, where there are· a great number of 
unknown words, the foreign language learner will not be able to deduce 
the meaning from the context. 
(F) Recognizing function and discourse patterns and markers 
Native speakers know that when they read or hear someone say 
"for example" this phrase will be followed by an example. \Vhen they 
read "in other words" a concept will be explained in a different way, 
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Recognizing suc"h discourse markers is an important part of understanding 
ho\v a text is constructed.It is also important to recognize devices fa; 
cohesion and understand how a text is organized coherently. 
The skills we have been discussing fall into two main categories 
which we will call type 1 and type 2 . Type 1 skills are (a), (b) and (c) 
above and type 2 skills are (d), (e) and Cf) above. 
5.1.2. Methodological Principles for Teaching Receptive Skills 
The discussion ,in 5.1.1 has important implications for the teaching 
of receptive skills which we can consider now; We \vill look at types of 
text, purpose, desire and expectations, receiving and doing, and teaching receptive 
skills. 
5.1.2.1. Types of Text 
Clearly a major consideration in teaching English will be the selection 
of materials and this will be particularly true of texts for teaching receptive 
"' 
skills. 
A first distinction must be dra\vn between authentic and non - authentic 
texts. Authentic text~ ( either written or spoken) are real texts designed 
not for language students, but for· the speakers of the language in 
question. For example any English newspaper or English radio program 
is composed of authentic language. 
A non - authentic text is one that has been written especially for 
language students, but here again there is a distinction to be made between 
texts written to present particular language points for presentation and 
those to appear authentic, even though there has been some language 
control of the rough-tuning type. The justification for the latter is that 
beginner students will probably be not able to handle genuinely authentic 
texts, but S"hOLlld neve"rtheless be-"given practice in -readi"ng and .listening to 
texts that look authentic. The-reading of such texts will help the students 
to acquire the necessary receptive skills they \vill need \vhen they eventually 
come to tackle authentic material. 
5.1.2.2. Purpose, Desire and Expectations 
In 5 .l.1.2 we said that people usually read or listen to something 
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because they have a desire to do so and a purpose to achieve. Besides. the\' 
generally have some expectations about what they are going to read ~r 
hear before they actually tackle the text. 
, The methodology for teaching receptive skills must reflect these 
facts about real life, and the tasks we ask students to perform must be 
sufficiently realistic and motivating for the students to perceive a useful 
purpose for text study. This is true both for interesting texts and for 
material which is designed to teach students to handl~ "useful" input.-
5.1.2.3. Receiving and Doing 
. The purposes for which people read and listen are extremely varied, 
but we can say that when people read or listen they do something with 
what they have just seen or heard. As a general methodological principle 
we would expect students to use what they have read or heard in order to 
perform some task. When they have done work on comprehension skills, we 
would expect them to react to, or do something with the text. This might 
take the form of giving opinions about what they have just read, following 
instructions, writing a postcard, summurizing the content of the text or 
having a conversation based on the text. At this point we see that language 
skills are not performed in isolation but are integrated with other skiEs. 
5.1.2.4. Teaching Receptive Skills 
The job of the teacher, then, is to train students in a number of skills 
they will need for the understanding of reading and, lfstening texts. In 
5.1.1.3 we devided these skills into type 1 and type 2 skills. Type 1 skills 
are those operations that students perform on a text when they tackle it 
for the first time.The first thing students are asked to do with a text 
concerns the treatment of the text as a whole. Thus students may be asked 
to look at a text and extract infonnation. They might read or listen to get 
the .general picture. They might read or listen to perform a task or they 
might be tryin 0' to confirm their expectations concerning the content of ,,~ b 
the text. Type 1 skills form the basis fo~ the first activities that students 
are asked to perform when learning receptive skills. Type 2 skills are 
those that are subsequently used when studying reading or listening material 
and they involve detailed cemprehension of the text; the study of vocabulary 
, to develop guessing strategies; the identification of discourse markers and 
j 

































construction and an investigation into the speaker's or \vriter's opinion 
and attitude. Type 2 skills are generally concerned with a more detailed 
analysis of text and for this reason are generally practiced after type 1 
-skills have been worked on. ' 
5.1.3. A Basic Methodological Model for the Teaching of Receptive 
Skills 
We can now look.at a model for teaching the receptive skills which 
is based on the discussion of methodological principles in previous sections. 




Here the students and the teacher prepare themselves 
for the task and familiarize themselves with the 
topic of the reading or listening exercise.One of the 
major reasons for this is to create expectations and 
arouse the students interest in the subject matter of 
the spoken or written text. At this stage the teacher 
explains and directs the students' purpose for reading 
or listening. 
Perforrping the task: At this stage the students read or listen to a text to 
perform the task the teacher has set. 
Follow -up activities: The teacher will help the students to see if they 
have performed the task completely and 
successfully. She may then organize some kind of 
follow-up activities which are related to the text in 
order to ensure that all the students have 
comprehended the material. 
5.1.4. Reading 
Readin CI is a process in vol 'lin CI the activation of relevant knO\V ledge o . 0 
and related language skill in order to establish communication: Reading 
requires the reader to pay attention to the reading material and to draw 00-
the previously acquired kno\vledge to understand the message of the writer 
and to recreate the \vriter's intended meaning. In this way, reading is a 
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purely communicative skill. 
5.1.4.1. Goals 
The word reading is often used to refer to two' different processes.In 
one case the students read aloud from the printed page; in the other case, they 
read a passage for comprehension. Both activities are fruitful when used 
at the right time and for the right purposes. 
Reading aloud stresses the relationship between sounds and their 
written symbols early in a beginning course.When the students' performance 
indicates that they are having little difficulty pronouncing the words that 
they see in the text, the teacher sh'ould give a minor role to this acti vi ty in 
class and employ it only periodically to reinforce prior knowledge. In 
advanced classes, the purpose of reading aloud is not to establish the 
connection between the pronunciation of a sound and its written symbol, 
but it is to highten comprehension and feeling and to add' to the 
impressiveness of language. 
The major goal of reading is to read for meaning or to recreate the 
writer's message.Reading to improve pronunciation, practice grammatical 
forms, and study vocabulary does not constitute reading at all because, by 
definition, reading involves comprehension. When readers ani not 
comprehending, they are not reading ( Chastain, ~ 988 ). 
Students must learn to interact with the reading in a producti ve 
fashion so as to determine meaning even when there are some unfamiliar 
words or structures. And, they need to increase their speed of reading in 
order to be able to use the reading skill for obtaining information or 
pleasure. Depending on the goals of reading, reading falls into two 
categories: intensive, where reading is linked with further study of grammar 
and vocabulary, and extensive, where students are on their o\vn, reading 
for their own purposes or pleasure (Rivers and Temperley, 1978 ). 
5.1.4.2. Importance of Reading Comprehension 
Reading is an exercise dominated by the eyes and the brain. The 
eyes receive messages and the brain then has to work out the significance 
of these messages. Unlike the oral skills, a reading text n10ves at the speed 
"-
of the reader.ln other words, it is the reader who decides hov,: fast -to read 
a text, whereas a listener often has to d'o his best with a text whose speed 
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is chosen by the speaker. 'The fact that reading texts are stationarY' is 
clearly a huge advanta:ge because the readers will have more ,control ~ver 
, the process of comprehension. 
The reading skill enables the students to understand the text even 
though it contains vocabulary items and structures he has never seen 
before. Skills such as extracting specific )nforrnation or getting the general 
idea of the text can be satisfactorily performed without concentrating on 
structure or using translation into the native language even though students 
do not understand the whole text. 
, . 
One of the other major benefits of reading is that the students can 
read in privacy, which gives psychological support to those students who 
lack the necessary self-confidence while reciting in, front of their 
classmates.Besides, when students get tired of performing oral tasks, the 
teacher can shift to reading for giving variety to the class and maintaining 
the students' interest in the classroom activities. 
The teacher can also view reading as a rich source of ideas for other 
class activities such as speaking or listening. Since reading can easily be 
assigned as homew'ork, the teacher can think of reading as a means of 
expan'ding the amount of time students spend,involved in communication._ 
Chastain (1988) believes that reading is the skill in which the students 
will have the greatest ability at the end of a course stressing the four 
language skills. The students feel more relaxed in performing reading 
activities because they have control over their speed of reading and they 
are not forced to' produce a message immediately after they have read the 
text. 
Another advantage of reading as a communication skill is that it can 
be an important basis for indiyidual learning about the target language 
country and its people. Reading can also be used as the key to the culture 
and literature of the language being learned. And, the most important of 
all, reading serves as .the source of comprehensible input to the students 
wh~ch helps the students to build up and enrich their competence with -
regard to the foreign language grammar and vocabulary. This helps the 
students to prepare themselves for oral activities in future. 
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5.1.5. Listening 
Listening is occasionally referred to as a " passive" skill. This 
interpret~tion oversimplifies the definition of listening; a listener is fJ.[ 
from passi ve as he receives, analyses and interprets the oral signals that 
come his way, recreating the message of the speaker. Therefore, listening 
is more than just being in the environment of speech sounds. More carefuU; 
specified, listening is attending to and interpreting oral language. The 
student should be able to hear oral speech in the forei ern Ian eruaere seerment 
. I;) I;) e' I;) 
the stream of sounds, group them into lexical and syntactic units 
(words, phrases, sentences), and understand the message they.convey 
'(Bowen et aI, 1985). 
5.1.5.1. Goals 
Essential to all interaction is the ability to understand what others 
are saying. Even in the native language many people are poor listeners, 
whether through weak powers of concentration or short auditory memory , 
or sometimes 'they don't understand or misunderstand each other because 
of not sharing the same world and language knowledge. 
Therefore, establishing a goal of listening skills equal to those of a 
nati ve speaker for classroom language students would be far from being 
realistic. Specifically, the immediate goals for students are to understand 
the teacher well enough to participate in the class activities, to understand 
their classmates in order to be able to interact with them in communicative 
contexts, and to practice with tapes. 
According to Paulston and Bruder (1976), if "the goal of listening 
comprehension is to be able to understand native speech at normal speed 
; in unstructured situations" (Chastain, 1971), then one needs to identify 
such a range of speech situations as the students are likely to encounter, 
from formal lectures to casual chats, from' face to face encounters to 
telephone messages and radio and TV programs, and then systematically 
present the students with appropriate exercises.At the beginning levels, it 
is enough to expect the students to be able to understand the code of 
formal classroom style; at later stages they need to practice with less 
. formal varieties of the spoken language so that they will understand people 
OLltside of the classroom. Advanced students \vho are studying a foreign 
or second language for educational purposes need to learn how to listen to 
lectures and take notes, to comprehend native speakers, and to understand 
radio and Tv' broadcasts. 
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5.1.5.2. Importance of Listening Conlprehension 
U nderstandiI1 g the spoken fonn of the target language is one of the 
most difficult tasks for language-learners, yet it is probably the most 
neglected skill in foreign langu-age teaching. fhis neglect is probably due 
to OLlf ignorance about the nature of lis~ening comprehension process. 
The process of listening comprehension is internal and thus it can not be 
directly observed, examined, or correc-ted. -Therefore, its prerequisite 
importance in language learning is overlooked because there is no inunediate 
observable output. Also, since teachers have little familiarity with classroom 
activities that help students develop listening comprehension skills, they 
may not be prepared to conduct the appropriate activities . 
. However, no one is able to learn to speak without first learning to 
understand the spoken language he hears. To communicate with native 
speakers, students must"first learn to understand enough in. real language 
situations to comprehend the gist .of what native speakers are saying 
(Chastain, 1988). Apart from communicative interaction, much of the 
enjoyment in second - or foreign - language use comes from listening 
ac'tivities :-·w3.tchin-g_ films -and -plays or listening to radio broadcas-ts, 
songs, or talks by native speakers. Even in class students learn a great 
deal from listening to their teacher, to tapes, or to each other. It is noteworthy 
that some students who do not make progress in other areas of foreign 
language use achieve a very high level of success in listening 
comprehension. 
5. 1. 5. 3. Teaching Listening 
Students can develop listening comprehension skills only by 
participating in classroom communication activities that involve listening 
for meaning. They. should learn to predict content, to extract specific 
information, to come up with the general idea of the speaker, to confirm 
or reject their predictions, and the most important of all to recreate the 
spoken message. 
The teaching of listening skills will follow the methodological model 
in S. 1. 3 in the same way as for the teaching of reading skills. 
J-ll 
· . 
Of course not all classroom activities are either "communicati"ve" or 
Il non - communicative ll . Sometimes there is a large amount of overlap 
among the techniques that fall somewhere between these two extremes. 
Based on the continuum work on the productive skills can be devided 
into three major stages, introducing new language, practice, and communicative 
activities. These stages will be discussed later. 
" ..5~ 2 .. 4. Speaking and Writing 
At this point it might be a good idea to make some comparisons 
between written and spoken language, since the differences imply different 
types of exercises which focus on different aspects of language. 
A speaker has a great range of expressive features at his command 
such as facial or body movement, variations in pitch and tone of voice, 
hesitations or speed of delivery, and emotional indicators such as hightened 
facial color or variation in breathing. All these factors help him to show 
which parts of what he is saying are more or less important. But writing is 
characterized by its complete detachment from expressive features. 
Unlike writing, speaking is highly dependent upon the material context 
which consists of elements such as surroundings, feedback from 
interlocutors, or relevant movements: At any point while the speaker is 
speaking, he can re - phrase what he is saying or speed up (or slo~ down) 
depending on the feedback he gets from his listeners. People listening to 
him can show by a variety of means that they do or do not understand or 
approve of what i~ being said, and the speaker can use facial expression, 
gesture and body posture to make himself understood. 
Perhaps the single most important difference between writing and 
speaking, however, concerns the need for accuracy. Native speakers make 
II mistakes ll • when they are speaking. They hesitate and say the same thing 
in different ways and they often change the subject of what they are 
saying in the middle of the sentence. A piece of writing, however, with 
mistakes and incomplete sentences would be unacceptable and it is expected 
that writing should be IIcorrecfl. From the point of language teaching. 
therefore, there is often far greater pressure for written accuracy than 
there is for accuracy is speaking. 
The operation of writing, unlike speaking, must be performed as it. 
were in a void, in response to a personal stimulus. The writer suffers froD1 
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,the d,isadvantage of not getting immedia~e feedback from the reader - and 
sometimes getting no feedback at all. He is also denied the use of external 
contextual elements and expressive features. Consequently he must 
compensate for these disadvantages by greater clarity, the use of 
grammatical and stylistic techniques for focusing attention on main points .. 
developing logical organization, and the deliberate inclusion and elaboration 
of explanatory details which the speaker would omit. 
However, it should be emphasized that writing is also characterized 
by its displacement in time. A written. piece of communication may be 
read immediately after it is written or months, years, or centuries later. 
But sPreaking is time - bound. If you arrive in the middle of a lecture you 
have missed the first part because oral words va'nish in the air. 
Lastly, there are the twi.q problems of spelling and handwriting. 
English spelling is very difficult for speakers of other languages, and 
handwriting is 'particularly problematical for speakers of those languages 
which do not have Roman script such as Arabic, Farsi, Chinese, etc. i 
5. 2. 5,. Speaking 
According to Chastain (1988) speaking a language involves more 
than simply knowing the linguistic components of the message, and 
developing language skills requires more than grammatical comprehension 
and vocabulary memorization. Speaking is one of the most communicative 
language skills and efficient communication requires that speakers share 
the social meaning of the linguistic forms. Therefore the acquisition of 
communicative competence is as necessary for foreign language learners 
as the acquisition of linguistic competence. Dell Hymes, the anthropologist, 
argues that communicative competence must include not only the linguistic 
forms of a language but also a kno'vvledge of when, how, and to 'vvhom it 
is an~ropriate to use these forms. 
l l 
Teachers' and stud~nts corrie- to language classes with different 
attitudes, expectations', needs, and interests. All these form the basis for 
determining the goals for learning how to speak the target language. 
Recently the teachin 0' of speakin 0' skill has received the greatest attention , ~ ~ ~ 
and emphasis in our field but unfortunately students have had the least 
amount of achievement in this regard. Chastain (1988) attributes these 
unsatisfying results to the unrealistic expectations teachers might have 
concerning the ability of students in speaking the new language. 
3·D 
, 5.2.5.1. Goals 
As mentioned before, whatever goals we set up for our lano-uao-e 
o 0 
class should conform to the rationale for the course and the students' needs 
and interests, and be realistic. One of the course objectives might be the 
acquisition of spe-aking skill but the activities carried out in the class 
might not provide opportuni ties for actual practice in the class. 
The major goal in speaking class is -simply -to be able to speak the 
fanguage, for commuriicati-ve purpbses~ In-- order- to achieve-- this -g6al, 
teachers should avoid discussing topics which are not related to the needs 
- , 
interests, or experiences -of students. Otherwise the students will loose 
their enthusiasm to take part in related activities and gradually they will 
feel a high level of frustration and insecurity in the class. 
We said that teachers should have realistic expectations from their 
students. It seems to be far from reality to train bilingual products j n 
classroom settings and especially in case of foreign language teaching. 
Instead, teachers should set up goals which can be met within the limitations 
of the course activities, assignments, materials, and classroom atmosphere. 
Teachers should expect their students to be abIe to use the materj;1I 
they are learning to speak to someone else -and to participate in the cla,~s 
activities using the target language. Language students should realize th;l(, 
they are expected to convert their thoughts to an oral message within thC_i 
range of the material they have used in the class in such a way to he 
understood by native or nonnative speakers. The role of teachers in speakjng; 
classes is very critical in giving the necessary psychological support Ill! 
students· to feel secure enough to use the foreign language fur se I r ~\ 
e;<pression. This implies that teachers should not expect their students /(4 
start to communicate in the foreign language too soon. ~ 
However, it should be emphasized that acquiring the ability to SPCII~ 
a foreign language_fluently is a very difficult task to aceomplish and .~J 
will take years to achieve this goal. Patience and hard work are the k f~ 
words which help both the teachers and students to succeed in their tash 4.' 
5.2.5.2. Stages in, teaching / learning speaking 
. t ., /1 
Lano-uao-e students can practice creating oral messages In con { " o ~ . I 
that require little, if any, interaction. They may make short senteJ1~·\I~ 
correct erroneous statements, respond to a previous statement, or an:-. 
'\ -, 
a question. They may also produce Ion O'er stretch f . 
h . d""·· " 0 " es 0 speech In activities sue as pIcture escnptlon, makinO' a report (Y" d~ . 
". . . 0 '01 vIng lrections for makin a 
or dOlng somethIng, etc. All these IanO'uaO'e . . ". '= 
. 0 :::;, creatIon actIVItIes Involve 
students In real-language use and help th . " . 
. em to partlclpate In 
can versatlons. However, students should also . . 
. '. .. . practIce uSlng the languaO'e ~"or Interpersonal relatIonshIps. Accordln O' to eha t . (1988 ". ,::, 
. . . 0 s aln ), beIng able 
to create language IS an lmportant prerequisite "b t d 
., .". ' u stu ents also need practIce InteractIng WIth others". 
5.2.6. W rUing 
Of the four skills, writing is the skill most frequently neglected. A 
lot of modern EL T methods under the influence of the Audiolingual' 
method stress the importance of speech, .with writing coming a very poor 
second. It -is no wonder that, frequently, writing is taught very sketchily, if 
at all. All too often, when written work is set, it is assumed that if students 
can say something, they should be able to write it. Thus, little preparation 
is done for written work in class. and assignments which are far too 
difficult are set." ~any who ·know how to" write thipgs down" in their 
native language avoid expressing themselves in writing almost completely, 
even in personal letters. To write so that one is really communicating a 
message, isolated in place and time, is an art that requires. consciously 
directed effort and deliberate choice in language" (Rivers and 
Temperly, 1978). What is written is on permanent record. Considering 
the control of the orthographic system, the careful organization, and the 
linguistic precision required, writing is the most demanding of the language 
skills. 
Although the writing skill is exploited in many ESL texts as a tool 
for developing and reinforcing students' oral command of English, and 
for practicing grammar, we believe that writing should be viewed as a 
skill in its own right and not as a kind of by-product of other language 
activities, although it draws on \vhat has been learned in these areas. 
Writin O' is a basic communication skill and should continue, at every 
,::, 
level, to be developed further. 
5.2.6.1. Goals 
Different teachers· follow different objectives in teaching writing. 
Some teachers focus almost entirely on language forms, some on 
communication, and others on both form and meaning. On the linguistic 
level the aoal is to master the mechanics of \vriting and to acquire the 
,::, . 
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ability to ,write purely correct grammatical sentences. On the communication 
level the goal is to adapt the goals of the writer to the needs of the reader 
(?pack, 1984) and to write on a level at which he can communicate his 
thoughts to a native speaker. 
Chastain (1988) believes that writing to communicate can be possible 
only when students have sufficient control ~f the writing system and 
grammatical rules in order to make thert!selves understood. If the goal is 
. to learn to communicate in writing while at the same time focusing ,00 
, -,,' ., - language accuracy ,the teacher believes that grammatical correctness is an 
inseparable and necessary component of communication, especially in 
advanced courses and in the educational context. But teachers may have 
some flexibility concerning students' errors in interm~diate courses and 
even more in elementary ones. Otherwise, less gifted students will lose 
their seJf-confidence and will give up trying to put forth their ideas. 
5.2.6.2. The Importance of Writing 
Writing is one way of adding variety to classroom techniques and 
procedures, and it also gives the chance to students to work on their own. 
Writing tends to increase retention and makes available a source for later 
reference. Very importantly, it provides the student with physical evidence 
of his achievement. 
Writing is a productive skill which makes it possible for students 
with defficiencies in oral skills to express themselves in written words. 
Writing practice can also help the students to pay conscious attention to 
language forms and provides excellent practice in the use of the monitor. 
Writing provides a visual aid for learning for those with auditory 
problems. It is believed that "materials presented visually are more easily 
learned than comparable materials presented aurally" (Carroll, 1966). 
Exercises for w!'iting serve to consolidate the other language skills and 
sub-skills such as grammar, pronunciation, listening comprehension, and 
reading. 
The ,greatest benefits to be derived from writing practice relate to 
homework assignments. When teachers assign some written homework, 
students will spend more time on learning the language and the teacher 
can have more control on the process of teaching and learning.Besides, 
students can come to class with something concrete which provides the 
opportunity for them to participate in the class. 
.'.;' 
Therefore, we can see that it is a great fault to negl~ct the role of 
writing in foreign or second language learning or to consider it as the 
least important skill to be acquired. As a highly producti ve and 
communicative skill, writing teaches the writer that he,is an informed and 
entertaining or instructive person in a foreign/second language. 
5.2.6.3. Building -of the. Writing skills 
Bowen et al (1985) have descI7ibed writing for second or foreign 
language learners as a developlnental process and have viewed, it from 
four perspectives, each of which forefronted ata different time in the 
building of the writing skills : IVlechanics , emphasized in the low beginner 
stages (beginning); 'Extended Use of Language, emphasized in the high beginner 
and lo\v int~ITI1ediate stages (elementary); Writing with Purpose, emphasized 
in the high intermediate and low advanced stages (intermediate); and 'Full 
Expository Prose,'emphasized in the terminal stage (advanced).; 
. 
Mastery of the mechanics of writing and practice in the basic skills 
are the necessary first steps for child or adult learners who do not yet 
writer in any language.At the beginning level students learn to put thoughts 
into writing with the major emphasis .on mechanics: learning the 
alphabet, the left to right direction of English writing, printing, cursive 
, .'
writing, upper and lower 'case letters, alphabetizing, basic spelling patt~ms 
of English, rules for' capitalization, and word and sentence punctuation. 
The basic skills include /writing letters, numbers, words, phrases, and 
sentences correctly. At this point the teacher should 'emphasize precision 
and correctness of form in writing. 
At the beginning of the elementary level, the emphasis)s on the 
Extended Use of Language. The materials the student reads will increasingly 
differ from the spoken language. The material \vill contain longer, more 
complex sentences, sentence groups, and paragraphs. The sentences will 
introduce new structures and_vocabulary and 'vvill_exhibit more of a yariety 
of patterns of logic. The student will have t9.plan and think critically 
before and during writing, and polishing or rewriting will become a regular-
practice in formal \vriting. The -most important \vriting at this level.is 
continued co~posing of sentences, paragraphs, and short essays. i\t this 
level the teacher should reflect some flexibility in terms of error correction. 
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5. 3~ Component Skills 
In addition to the four major language skills, there are four component 
skills. Two of these(pronunciation and orthography) are appropriately 
associated with each of the aural and visual. modalities. The other two 
. . 
component skills (grammar and vocabulary) are general, applying to both 
oral and written communication. In this part we, will discuss the te?-ching 
of pronunciation, grarnnlar, and vocabulary. 
5. 3. 1. Pronunciation 
5.3.1.1. Introduction 
We believe that the teaching of pronunciation is not an optional 
lUxury to be left to advanced level studies at university. In other words, 
pronunciation should be an integral part of an English teaching program 
from the early stages, just as the teaching of grammar and vocabulary. 
The acquisition of a good pronunciation in the target language is often the 
most difficult task in language learning. It is a matter of physical act that 
after the age of puberty rarely can anyone acquire a native - like 
. pronunciation. In this part we will look at the goals and objectives of 
teaching pronunciation, a brief outline of linguistic aspects of phonology, 
and the techniques of teaching pronunciation. 
5.3.1.2. Goals 
Follo\ving a communicative goal in language learning and teaching, 
it is obvious that a lot of energy should be devoted to practicing and 
learning the sound system of the target language or comprehension \vill 
be blocked. For example, the native speaker of Farsi has problems when' 
speaking English \vith the sounds / Sf and fa f and may say 'sin' \vhen 
meaning to say 'thin' and may say 'day' when meaning to say 'they'. 
Therefore, we see that faulty pronunciation can lead to serious 
misunderstandings or lack of mutual understanding. Our goal in teaching 
pronunciation is based on pragmatic concerns; we \vant our students to 





---------.-~ .. - -- -. -_ .. ' - ..... . 
A.: New Words 
L---
1. This is a picture of a "garden. 
There are many flowers, plants and trees in this garden. This is 
a pretty garden. 
What do you see in this garden? 
How many trees do you see in this picture? 
( 
. 
2. This is a map of the world. You see I ran and Germany on this 
map. There are many countries allover the world. 
Do you see Iran on this map? 
Is Germany a country or a city? 
1. 
Lesson One 
3. This little girl doesn't have any friends. She is playing alone. 
Is the girl playing with her friends? 
4. Children love their mothers and fathers. 
Do children love their mothers? 
Do you love your father(s)? 
5. Children go to kindergarten when they are three or four years 
old. 
Do little children go to kindergarten? 
When do children go to kindergarten? 
Kindergarten II \.~~ 
b . I want to buy a book, but I donlt have any money to pay for it. 
. What do you pay when you buy a book? 
Do you have any money to pay for the book? 
7. My plants are growing fast. They were small last week. Now they 
are big. 
Are your plants big or small? 





8. When I grow up, I will buy a garden . I will grow flowers in my 
garden. 
What are you going to do when you grow up? 
Practice Your New Words. 
Find the meaning of the underlined words. 
1. She loves flowers and plants. a. grow up 
2. My mother works in a school for little child ren . b. likes 
3. When I become older I will buy a garden . c. gave 
4. My little brother loves his kinderga rten . d. small 
5. I paid 500 rials for that book. e. kindergarten 
THE KINDERGARTEN MAN 
B. : Reading 
; 
Kindergarten II 
1 Friedrich Froebel1 lived in Germany many years ago . His mother 
died when he was a sma" boy. People didn 't pay much attention 
to him. So Friedrich played alone in a garden . He loved the 
flowers and the plar.1ts. He was happy there . 
2 Soon it was time for Friedrich to go to school. In school he sat 
on a hard chair. A" day long he looked at books_~ . The books 
didn't have any pictures. -Friedrich couldn't play. He cou ldn't do 
things with his hands . He had to sit on that hard chair and look 
at books. It was no fun. 
3 Friedrich grew up . He remembered his school and his garden. 
4 "School should be a happy place . It shou ld be li ke a garden, " 
said Friedrich. "Children should play . They shoul d qo things 
with their hands. They should have books with pretty pictures". 
5 So Friedrich started a schoo! like this. He called it a kindergarten. 
Kindergarten is a German word. It means children 'S garden. 
6 People learned about Friedrich's new school . Soon there we re 
kindergartens a" over the world. Friedrich Froebel made school 
a happier place for little ch ildren. 
--- --------------------------------------------------




C·I Comprehension i 
I. Answer the questions orally. 
1. Was there a garden in Froebel's school? 
2. Did people pay much attention to him? 
3. Did he like to play in a garden? 
4. Could he play in school? J 
5. Should there be pretty pictures in children's books? 
6. Did people like Froebel's new schooi? 
." ..... " 1. t::verybody loved Froebel when he was a small boy. 
, ....... :~·2. He played with his friends . 
.. " . ' .. 3. His books had many pictures . 
.... . ' . ~.~" His school was a happy place . 
. ..... " .s. He always remembered his school days. 
111.. Complete the sentences. Use a, b, c or d. 
1. Friedrich played alone because ............. . 
a. he was a very small boy 
b. he lived in a garden 
c. he loved flowers very much 
d: people didn't pay attention to him 
2. Friedrich thought that ............. . 
a. there should be many students in a school 
b. little children should study their books in gardens 
C;. schools should be happy places for children 
d. people should love flowers and plants 
3. Friedrich remembered his school and garden when ............. . 
a. he was a man 
b. he was in school 
c. he was alone 
d. he had books with pictures 
4. Soon there were kindergartens in every country because ........ 
a. people liked Friedrich Froebel's beautiful books 
b. people learned about Froebel's new school 
e. lillie CI i110ren all over the world wert:3 nOT nappy 
, d. children didn't like to sit on hard chairs 
5. "They should have books with pretty pictures. 1I 'Pretty' means 
. . . . . . . . . . . .. . 
a.good 
b. beautifu I 
c.bad 
d. large 
IV. Write complete answers. 
1. Where did Friedrich Froebellive? ) 
.................... : ................................................................. . 
2. When did his mother die? 
........................................................................................ 
3. What did he do at school? 
••• t •••••••••••••••••••••••••••••••••••••• ~ •••••••••••••••••••••••••••••••••••••••••••• 
4. Why didn't Froebellike his books? 
..................................................................................... , .. 
5. Why is a kindergarten a happy place for children? 
........................... " ............................................................ . 
6. What did Froebel do? 
. 
, , ..................................................................................... . 
. . ~ 
.. -, 
t " _ ....... ~"'''' .' ••• _ _ •• 
D. Speak Out 
'--.~.-~-----------
Presentation 1 
Struc~,ure:couldn't and had to 
,--
: .-----...-~--.. ----- .... -----,------
i 
I 
Friedrich couldn't play. 
i He couldn't do things with his hands. 
....... "~ 
........... ~~" ·.~.P.-..... "_' .... __ .. ~ .... __ ~ ............. _ ...... "'_ ........ _ ___ -
~-~~~------
Meaning 




Substitute the words in the pattern sentence. 




4. ride a bicycle 
5. drive a car 
6. play ping - pong 
Speaki~g 2 
-. 
Make new sentences. Follow the model. 
Example: Reza can speak English this year. 
He couldn't speak English before. 
1. The students can swim very well. 
2. We can finish the book this year. 
3. He can do things with his hands now. 
4. Ali can play football now. 
5. The children can read this book very well. 
Speaking 3 
Answer these questions using couldn't. 
Example: Could you speak English 3 years ago? No, I couldn't. 
1. Could Friedrich do things with his hands? 
2. Could he play? 
3. Could all the students answer the questions? 
4. Could you get up early this morning? 
5. Could they come to school on time? 
6. Could the policeman help the boy? 
7. Could the student help the woman? 
! speaking 4 . 
Make new sentences uSing the words in brackets. 
Example: Bill could ride a bicycle last year. (motor bicycle) 
Bill couldn't ride a motor bicycle last year. 
1. Friedrich could play in the garden. (at school) 
.. 2. The children eQuid read the alphabet. (their books) 
3. The students eQuid speak English. (write English) 
4. We could clean the room. (the garden) 
5. They could write Arabic. (German) 
Presentation 2 
Structure: had to + simple form of the verb 
He had to sit in that chair. 
They had to learn the new words. 
Speaking 5 







We had to do the"exercise again. 
1. I / clean the table 
2. She / close the door 
3. The teacher / ask the questions 
4. The student / answer the question 
5. My sister / turn on the radio 
6. His father / answer the te1ephone 
Speaking 6 
Change to past tense. Use had to. 
Example: They must write this exercise. 
They had to write this exercise. 
Lesson One 
, - ~ 
, " 
1. He must sft on that chair. 
2. The teacher must teach it again. 
3. The children must wait for the school bell. 
4. They must go. 
5. The man must see the doctor. 
6. We must finish the book. 
Speaking 7 
Make new sentences like the example using the woeds in bracket: 
Example: He didn't have a bicycle. (walk to school) 
He had to walk to school. 
1. He ~ouldn't do things with his hands. (sit on that hard chair) 
2. Frie~rich didn't have any friends. (look at books) 
3. Reza was late for class. (see the teacher) 
4. The old man was sick. (see the doctor) 
5. They didn't know the address. (ask a policeman) 
E. Write It Down 
Writing 1 
Write five sentences saying .what you couldn't do in the past. 
Example: I couldn't speak English 3 years ago. 
. 1. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . . . . . . . . . . . . . . . . . . .. . . . . . .. . .. .. . 
2. ........................................... .. ............ ............ . 
3. . .............................. :..................................... . 
4 ........................ . 
. . ..................... ... ................... . 
5. . . . . . . .. .. .. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. .. .. . . . . .. .. . .. . . ... .. . 
Writing 2 . 
Write five sentences about what you had to do in the past. 
Example: I had to get up at 5 o'clock yesterday . 
1 ..... ............. ............................ . 
. . ......................... ....... .... ... .. ..... . 
----_ .. 
4 ................................... . . . . . . . . . ..................................... . 
. • •••• It II ••••••• 
5 ................... ................. . . • ••••• I. II •• II •• II ••••• II It •••••••• II . ... It. I I • 
••• II II' ••••• , 
F.l.~nguage Functions : 
_... . --- -- . - - --... . ~ -. . _- . -_ .. . 
Asking Someone's Name 
1. 
2. 
A: Excuse me. Are you Henry? 
B: Yes. And what's your name? 
A: I'm John. 
A: What's your first name? 
8: My first name is Ali. 
A: And what's your last name? 
8: My last name is Kabiri. 




A: May I speak to tv1r Amini? 
8: Yes, just a rnoment, please. 
~: Couid I speak to the teacher? 
8: Who's speaking, please? 
A: This is Reza. 
Introdu,cing a F.riend 
A: I'd like you to meet my friend, Henry. 
B: Glad to meet you, Henry: 
C: Nice to meet you, too. 
Now practice with a friend. 
l 
Lesson One 
G. Pronunciation Practice 
I. These words have the / aI/sound. Listen to your teache r and 
repeat each word after him. 
I why like 
Hi high bike 
by tie fry 
my try cry 
II. Raise your hand when you hear the / al'/ sound. 
mine Mike sign 
VI/ Iii with live 
,', fine wide drive ., 
sit sing bright 
H. Vo~abulary Review 
Fill in the blanks with these words. 
pay attention, ride, get up, swim, remember, 
fruits, tomatoes, milk. 
1. My sister couldn't ................. her teacher's name. 
2. I need some ................. for the baby. 
3. We have to ...... ........... early in the morning. 
4. Why don It you .... ............. to the teacher? 
5. We have guests today. You must buy some more ................. . 
6. He can't ............ .. .... that big bicycle. We must get a smaller one 
for him. 
7, You shouldn't let your chi ldren ................. in this part of the river. 
8. We need some ..... ............ for the salad. 
_ . ... -- - -- - - - . -- _ . . -- .-
I. : Vocabulary : 
-_ ... --
- .---- -- . --- -- . 
pay attention to everybody if on time 
address exercise just a moment one 
alone first name kindergarten pay for 
all over ' fun last name pay attention to 
. all day long Germany little plant 
.alphabet grow love pretty 
again grow up must policeman 
become glad mean river c. 
call have to motor bicycle so 
could had to meet salad 
could I. .. ? hard more until 
die lid like much wait for 
Lesson One 
Appendix C: Description and Analysis of Three of the Observation Notes 
Description: 
Observation 1 
Time: from 10 a.m. to 11.30 a.m. 
Date: Wednesday 18th October 2000 
Grade: grade 2 in mathematics 
Classroom No: 2 
No. of students: 42 
Teacher's name: Mr A 
I was introduced to the teacher during the 
first break. I made an attempt to break the 
ice, and he treated me very warmly. When 
the bell was rung, he led me to his class. 
The class were noisy and the students went 
noisier when they saw me. They stood up 
as a matter of courtesy as the teacher 
entered the classroom. I, wearing a smile, 
sat at a desk in the back of the class, and 
gradually the students calmed down. The 
students were sitting on five rows of desks 
in each of which there were three desks. 
Then the teacher started teaching. He, in 
Analysis: 
Farsi, said, "Today I'll talk about past Using L1 for teaching 
perfect tense. Past perfect tense refers to Teaching syntax 
an action before another in the past. 
Now open your notebooks and write Using L1 for communication; grammar-
down" (Emrooz dar morede zaman mazi translation technique; teacher-centredness; 
baeed barayetan sohbat mikonam. Mazi contextlessness; explanation rather than 
baeed be amali eshareh mikonad ke dar involvement 
goozashteh ghabl az amale digaree anjam 
shodeh bashad. Hala daftaratoon ra baz 
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i 
koonin va benevisin). The students opened 
their notebooks and started to write down Students following; low level of activity 
whatever the teacher was dictating. The Teacher-centredness; usmg Ll for 
teacher, in Farsi, continued, "Past teaching; contextlessness; teaching syntax; 
perfect tense is an action done in far past grammar-translation technique; explanation 
and it refers to an action before another in rather than involvement 
the past. For example, he was upset 
because he had lost his job" (Zamane mazi 
baeed amalist dar gozashteh door va 
eshareh be amali ghabl az amale digaree 
dar gozashteh mikonad. Masalan, ao 
narahat bood zira karash ra az dast dade 
bood). The students all were writing Students following; low level of activity 
down those words of the teacher 
verbatim. Then the teacher wrote, in 
English, on the board, ' , He was upset 
because he had lost his job." The students 
wrote down the example as well. Then the Using Ll for teaching; uSIng Ll for 
teacher, in Farsi, told the students to communication; teacher-centredness; 
write down, " The structure of this teaching syntax; explanation rather than 
tense: To make a sentence by using this involvement; 
tense, we should use the following formula: technique 
grammar-translation 
SUbject+ had+ past participle+ the rest Teaching syntax; contextlessness 
of the sentence. It means that we use 'had' 
for all persons" (Sakhtare in zaman: baraye 
sakhtane jomlehi ba in zaman bayesti az in 
formul estafadeh konim: Fael+ Had+ esme 
mafool+ baghieh jomleh). The students Students following; low level of activity 
were writing all these Farsi explanations 
of the teacher in their notebooks. 
(10.5 a.m.) The teacher wrote another 
363 
example on the board (When I arrived, he 
had gone) and he, in Farsi, asked students Teacher-centredness; uSIng Ll for 
to copy the example on the board in their communication 
notebooks. Accordingly, the students Students following; low level of activity 
copied the English example in their 
notebooks. Then the teacher, in Farsi, Using Ll for communication; teacher-
asked the students to write down the centredness 
following phrases, which he was writing on 
the board, in their notebooks as further 
examples: I had gone- You had gone- He Teaching syntax; contextlessness; 
had gone- She had gone- It had gone- grammar-translation technique 
We had gone- You had gone- They had 
gone. The students were taking notes. In Using Ll for teaching; teaching syntax; 
Farsi, he also explained that for making a grammar-translation technique; teacher-
past perfect sentence we use centredness; explanation rather than 
(10.10) 'had' and the negative form is involvement 
'hadn't' and the question form is, for 
example, 'Had I gone?' Then, in Farsi, he Using Ll for teaching; USIng Ll for 
told students to write down: Negation communication; teacher-centredness; 
and interrogation of the past perfect grammar-translation technique; explanation 
tense: To make a question out of this rather than involvement; teaching syntax 
structure, we put the word 'had' at the 
beginning of the sentence. For instance, 
'Had he gone?' (The teacher also wrote the 
examples on the board). And the negative 
form is 'He hadn't gone' (Halate manti va 
soalie zamane mazi baeed: baraye sakhtane 
halite soalali az in sakhtar kalameh 'had' ra 
dar ebtedaye jomle gharar midahim. 
Masalan 'Had he gone?' va halite manti 
mishavad 'He hadn't gone'). All the 
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students were taking notes in Farsi as Students following; low level of activity 
the teacher was explaining the syntactic 
structure. The teacher, in Farsi, also told Using L1 for teaching; usmg Ll for 
students to write down that in order to communication; teacher-centredness 
negate this structure, we use the word Teaching syntax; contextlessness 
'not' after the word 'had'. Then, in Farsi, Using L1 for communication 
he said, "If you don't have any 
(10.15) questions about this structure, let's Teacher initiation; teacher-frontedness 
do the exercises in the book in lesson two Following the textbook material 
which are relevant to this structure; I 
mean 'Speaking 1', 'Speaking 2', and 
'Speaking 3' on pages 21 and 22. " (Agar 
dar morede in sakhtar so ali nadarin, 
tamrinhaye ketab dares do ra ke marboot be 
in sakhtarst ra anj am midahim; manzoram 
'Speaking 1', 'Speaking 2', va 'Speaking 
3' dar safahate bistoyek va bistodo). None 
of the students asked any questions, and 
they opened their books ready to follow Students following 
the teacher. The teacher read out loud Teacher-frontedness 
the examples of 'Speaking 1 ' . The 
students listened to the teacher because Students low level of activity 
the teacher did not ask them to repeat the 
sentences of 'Speaking l' though the 
instruction at the top of this exercise Deviation 
reads 'Listen and repeat'. Then he moved 
to 'Speaking 2' and, in Farsi, told the Using L1 for communication; 
students to pay attention to the example Teacher-frontedness 
in the book and do the substitution drill 
as it was done in the example. The students 
did the exercise in tum while their books 
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were open; needless to say, the title of Deviation 
the drill was 'Speaking' and not 'reading'. 
The whole concentration was on form Teaching fonn 
and structure rather than oral aspects of 
language. When the students made a 
mistake, the teacher used to correct them 
usually reminding them that past Teaching fonn 
participles should be used in past perfect 
tense. 
(10.20) The process of doing exercise two 
(i.e., Speaking 2) went on in the same way 
as described above. Then the teacher read Teacher initiation 
out loud the instruction of the next drill 
(i.e., Speaking 3) which was a question-
answer drill. Gradually, the students were 
losing their attention and were playing and 
talking, in Farsi, in the back of the class, Using Ll for non-task talk 
and the teacher did not seem to care. 
'Speaking 3' was also done by students in 
turn while reading the questions from the 
book and answering them as their books 
were open. Since the students were doing 
the exercise in tum, it was evident that they 
were preparing themselves to answer in 
their tum, and that was why they were not 
making many mistakes. Even those few 
mistakes were corrected by the teacher on 
the spot. 
(10.25) The students were doing the 
exercise in their tum, and after their tum, 
they used to return to their Farsi chats Using Ll for non-task talk 
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about different routines. They were not 
even paying attention to me. Having 
finished 'Speaking 3', the teacher moved Following the textbook material 
to 'Write It Down l' which was a 
sentence combination exercise and read 
aloud the instruction and example to the 
students and, in Farsi, asked them to do Using Ll for communication; teacher-
the exercise in turn. The students did the frontedness; teacher-led activity 
drill orally rather than writing or having Deviation 
it written down and the mistakes were 
corrected by the teacher. 'Writing 2' was 
done in the same way as 'Writing l' was 
carried out. Then the teacher read aloud 
the instruction of 'Writing 3' 
(10.30) and translated it into Farsi: For Using translation for teaching; grammar-
next time, write five English sentences in translation technique; teaching syntax; 
past perfect tense (Baraye j alaseh bad panj accuracy-oriented homework 
jomleh englisi be zaman mazi baeed 
benevisid). The students all wrote the Farsi 
version of the instruction in their books 
next to exercise three. Then the teacher 
moved to 'Language Functions' which Following the textbook material 
was on polite requests and, in Farsi, said, Using Ll for teaching 
" 'Would you mind' is used to ask for Teaching functions through explanation; 
something politely" ('Would you mind' contextlessness 
baraye taghazaie moadabaneh bekar 
miravad). Then he wrote on the board: 
'Would you mind opening the door?' He 
also asked the students to write down in Teacher-centredness 
their notebooks that the above form is used 
for polite requests. He added that we 
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should use the 'ing' form of the verb Teaching fonn 
after 'mind'. All students were jotting 
down what the teacher was saying. Students following 
(10.35) The teacher read aloud a couple of 
more examples from the book, and the 
students followed him in their books. He Students following 
also translated the phrase 'not at all' into Using translation for teaching; grammar-
Farsi and also translated all the possible translation technique; contextlessness 
phrasal answers to such a request which 
were mentioned in the book. Then the 
teacher did all the exercises of Teacher-frontedness; students low level of 
'Language Functions' by himself though activity 
the exercise required filling a blank by 
using the phrase 'Would you mind' and a 
simple answer such as 'not at all' which the 
students seemed to be able to accomplish. 
In other words, there was no role-play to Lack of role-play 
teach and learn the language functions. 
Then the teacher, in Farsi, asked one of Teacher initiation; usmg Ll for 
the students to read aloud the first communication 
(10.40) paragraph of the reading passage 
(i.e., Washoe And The Puzzles). One of the 
students sitting next to me told me that the 
teacher had read the passage to them Teaching reading passage through 
last session and also translated it into translation 
Farsi. Finishing reading aloud the first 
paragraph, the student was asked to write Teacher initiation; assessment 
the answer to the first question of the 
comprehension questions, which 
according to the instruction at the top of 
the exercise was to be done 'orally', on Deviation 
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the board. While the student was writing 
the answer on the board, other students Students low level of activity 
were copying that answer into their 
notebooks. Then the teacher, in English, Teacher initiation; using FL for assessment 
asked the student for a synonym for the 
word 'keep on', 
(10.45) but the student failed to answer. Underachievement 
The teacher asked the class for the 
synonym, but nobody answered. Then the Underachievement 
teacher said 'continue'. Then the teacher, in 
a notebook he had with him, gave the 
reader a grade. Afterwards, he, in Farsi, Using Ll for communication 
asked another student to read aloud the 
second paragraph and to write on the Deviation; assessment 
board the answer to the second question 
of comprehension questions. The student 
performed the activity, and other students 
copied what he wrote on the board in their 
books. Then the teacher, in English, Using FL for assessment; teacher initiation 
asked the reader for a synonym for the 
word 'give back', but the student could Underachievement 
not answer and the teacher himself said, 
"It means 'return'." Then he, in Farsi, Using Ll for communication; teacher 
asked the reader to make an English initiation 
sentence with the phrase 'keep on', 
(10.50) the reader failed and I suppose he Underachievement 
received a negative mark. The teacher, in Using Ll for communication; teacher 
Farsi, asked another student to read aloud initiation 
the third paragraph of the reading text and 
to write the answer to the third question Deviation; assessment 
of the comprehension questions on the 
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board. This student could not read the Underachievement 
paragraph correctly, and consequently, 
the teacher asked him to sit down and put a 
negative mark for him. This process of 
reading the passage paragraph-by- Reading practice 
paragraph, writing the answers to 
comprehension questions on the board, 
and copying the answers by other 
students went on. 
(10.55) The above process was going on. 
The students seemed to have a 
considerable amount of pronunciation Underachievement 
difficulties while reading the text; they 
also failed a lot of times to write, on the Underachievement 
board, the correct answers to the 
comprehension questions. 
(11) When the activities of reading the 
passage and writing the answers to oral 
comprehension questions were finished, the 
teacher moved to 'True-False Items' and, 
in Farsi, asked the students to follow him Teacher-centredness; uSIng Ll for 
in their books. True-false items were all communication 
read out, translated into Farsi, and Grammar-translation technique 
answered by the teacher himself. The 
students were copying in their books the Students following; students low level of 
answers 
(11.5) the teacher was giving to the items. 
Once in a while, the students asked the 
teacher to repeat the translation or reanswer 
the item, and the teacher performed what 
activity 
they had wanted. Afterwards, the teacher, Teacher initiation 
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in Farsi, asked one of the students to Using Ll for communication 
read out multiple-choice comprehension Teacher-led activity 
questions and answer them. While the 
student was reading the multiple-choice 
questions, though he had a lot of 
pronunciation mistakes, the teacher did Underachievement 
not correct them. Corrections were done 
just when the student answered the items 
wrongly. 
(11.10) The rest of the students were 
listening and ticking the correct alternatives 
in their books as the reader was giving the 
answers. When the multiple-choice 
questions were finished, the teacher, in Using Ll for communication; 
Farsi, asked the reader of the questions to IRC; teacher initiation 
make a sentence with the word 'give back'. 
The student wrongly said, "I am give 
back." The teacher corrected him by 
saying, "I give back the book." I assume 
the student 
(11.15) was scored negatively. The teacher 
moved to the fill-in-the-blank vocabulary 
exercise on page 26 and he himself read Teacher-centredness 
the items and answered them, and the Students following; students low level of 
students copied into the blanks the activity 
words the teacher said. Then he, in Farsi, Teacher initiation; usmg L 1 for 
asked one of the students to do the same communication 
exercise again, and the student performed 
the activity. Then the teacher moved to Teaching pronunciation 
'Pronunciation Practice' and, in Farsi, explanation; contextIessness 
said, "The vowel /u:/ is a lengthy sound 
through 
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and the colon next to this sound shows 
that it 
(11.20) is lengthy. For the next session, 
write ten words containing /u:/ out of a Accuracy-oriented homework 
dictionary in your notebooks as 
homework" (Vowele lu:1 ie sote bolande 
va do noghteh baghale oon neshoon mide 
ke in sot bolande. Baraye jalaseh bad dah 
kalameh az dictionary ke daraye sote lu:1 
bashe be envane taklif benevisin). He, then, 
moved to the vocabulary list at the end of 
the lesson and gave the Farsi meanings of Grammar-translation 
the words to the students and asked the contextlessness; Ll equivalents 
students to memorise them: 
according to: bar tebghe 
banana: moz 
bill: soorat hesab 
cage: ghafas 
The students were writing the Farsi 
equivalents down in their books in front of 
the English words. 
Memorisation 
technique; 
(11.25) The teacher, in Farsi, asked the Using Ll for communication; teacher 
students to make sentences with some of initiation; sentence-level activity 
the words in the vocabulary list. For the 
word 'language lab', one of the students 
said, "I jumped language lab", and the 
teacher corrected him by saying, "I IRe 
jumped into the language lab". For the 
word 'puzzle', another student said, "I 
puzzle home" and the teacher corrected 
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him by saying, "I have puzzles at 
home". There was neither any use of Using no dictionaries 
dictionary nor any conversations in Lack of conversations 
English to apply the words. It was 
noteworthy that none of the students had 
any dictionaries with them though learning 
to use dictionaries was one of the course 
objectives. Then, the school bell was rung 
and we left the class. While leaving the 
classroom, I thanked the teacher for letting 
me attend his class. 
Observation 2 
Time: from 8.15 a.m. to 9.45 a.m. 
Date: Sunday 5th of November 2000 
Grade: grade 1 in humanities 
Classroom No: 11 
No. of students: 35 
Teacher's name: Mr B 
I met the teacher out of the high school 
office. He seemed happy to meet me again 
(I had already attended one of his classes). 
We went upstairs to the classroom together. 
The students stood up as a matter of 
courtesy. There were five rows of desks in 
each of which three desks were placed at 
which two or three students were sitting. 
When I sat at a desk in the back of the 
class, one of the students, in Farsi, Using Ll for non-task talk 
murmured, "This guy is here again. Now 
he'll start writing again" (In baba dobare 
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pidash shod. Rala dobare shoro mikoneh be 
neveshtan). I just smiled. The teacher, in Using Ll for communicatl'o . t h n, eac er-
Farsi, asked students to take out a piece frontedness 
of paper and write their names on the top of 
the paper. I asked one of the students what 
was going on, and he told me that they 
were supposed to have a spelling test. 
(8.20 a.m.) The teacher started reading 
aloud bits and pieces out of the reading Dictation through isolated sentences 
passage of lesson one (i.e., The 
Kindergarten Man), and the students 
started writing down. The teacher read each 
phrase three times, but it seemed that most 
of the students could not understand Underachievement 
properly what the teacher was reading out 
because all the time they asked the teacher 
to repeat again and again. 
(8.25) The teacher was still reading aloud 
certain unrelated sentences and the Dictation through isolated sentences 
students were writing down what he was 
dictating. He, in Farsi, also asked the Using Ll for communication; teacher-
students to write down five English frontedness 
words he was going to read aloud. The Dictation through isolated words; 
teacher read out five words, each for three contextlessness 
times, and the students took those words 
down. Then he collected the students' 
papers and, 
(8.30) in Farsi, told them that he would Using Ll for communication 
correct and score the papers next session. 
The teacher, in Farsi, asked the students Teacher-centredness; USIng L 1 for 
to open their notebooks to write down communication 
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some explanation about the syntax of Teaching syntax; grammar-translation 
lesson two. He started explaining and the technique; explanation rather than 
students started taking down whatever involvement; students following 
he said. The teacher, in Farsi, said, Using Ll for teaching 
"Subjective pronoun 'it' sometimes has no 
specific meanings and is just a sentence 
complement. 'It' can be used in the 
following cases: 1. for the weather; for 
example, it is cold today" (Gahi o ghat 
zamlre faelie 'it' mani khasi nadarad va 
faghat mokamele jomleh ast. 'It' ra 
mitavan dar mavarede zir bekarbord: Yek, 
baraye hava; masalan, 'it is cold today'). 
The students were writing down the 
syntactic explanations said by the Students low level of activity; teaching 
teacher and the English example written syntax; explanation rather than 
by him on the board. Then, the teacher, in involvement 
Farsi, asked one of the students to Teacher initiation; usmg Ll for 
translate the example into Farsi, and the communication; USIng translation for 
student performed the assigned activity. assessment; ability to translate 
Afterwards, the teacher, in Farsi, Using Ll for teaching; teaching syntax 
continued, "2. for distances; for example, 
it is twenty kilometres" (Do, baraye 
masafatha; masalan, 'it IS twenty 
kilometres'). Then he asked another Teacher initiation 
stUdent to translate the example written Using translation for assessment 
on the board into Farsi. The student did IRe 
the translation, and the teacher, in Farsi, 
confirmed the answer. 
(8.35) The teacher, in Farsi, said, "3. for Using Ll for teaching; teaching syntax 
telephone conversations; for instance, who 
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is it on the phone? It is Mr Kamali" (Se, 
baraye mokalemate telefoni; masalan, 'who 
is it on the phone? It is Mr Kamali). Then 
he asked another student to translate the Using translation for assessment 
example into Farsi. The student made a Teacher initiation; ability to translate 
translation. The teacher added, "4. for 
colours; for instance, what colour is it? It is 
blue" (Chahar, baraye rangha; masalan, 
'what colour is it? It is blue). Afterwards, 
he asked another student to translate the Teacher initiation; usmg translation for 
example into Farsi. The student assessment 
performed the activity and the teacher, IRC 
in Farsi, reinforced the answer. The Ability to translate 
teacher went on saying, "S. for objects; for 
instance, what is it? It is an umbrella" 
(panj, baraye ashya; masalan, 'what is it? It 
is an umbrella). Then another student 
gave a translation of the example into IRC; ability to translate 
Farsi and the teacher 
(8.40) confirmed his interpretation. The 
teacher continued, "6. for time; for 
example, it is nine o'clock" (Shish, baraye 
zaman; masalan, 'it is nine o'clock). Then 
another student, in Farsi, was asked to Teacher initiation; USIng translation for 
give a translation of the example into assessment; ability to translate 
Farsi and he carried out the assigned 
activity. The teacher added, "7. for general 
cases; for instance, it is easy to learn 
French" (Haft, hraye mavared kolli; 
masalan, 'it is easy to learn French'). Again 
the example was translated into Farsi by Using translation for assessment; ability to 
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one of the students. The teacher used to translate 
write all the examples, which were In 
English, on the board, and 
(8.45) the students were copying his 
Farsi explanations and English examples Students low level of activity 
into their notebooks. The teacher, in 
Farsi, asked the students to do 'Speaking Using Ll for communication 
1 '(substitution drills), 'Speaking 
2'(substitution drills), and 'Speaking Accuracy-oriented homework 
3'(question-answer drill) for the next 
session at home. He also asked them to 
translate 'Speaking 4' and the examples of Grammar-translation technique 
'Presentation l' of 'Speak Out' section into 
Farsi in their notebooks. 
(8.50) The teacher, in Farsi, started Teaching syntax; uSIng Ll for teaching; 
teaching the structures and differences 
of 'should' and 'must'. He also wrote a 
couple of examples in English on the board 
(e.g., 'He is tired. He should go to bed.' 
and 'You must attend the class at 8.'). All 
the students were taking notes silently. 
One of the students raised his hand and, 
in Farsi, asked the teacher to provide 
(8.55) them with further examples, and the 
teacher wrote in English on the board, 




Using Ll by student for communication; 
student initiation 
should learn a foreign language. " The U· I t· fi essment" reading SIng trans a IOn or ass , 
teacher, in Farsi, asked one of the I d f assessment" teacher a ou as a means 0 , 
students to read aloud and translate initiation; reading practice 
paragraphs 4 and 5 of the reading text of 
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lesson two (i.e., The Funny Farmhand) into 
Farsi, and he also asked other students to Teacher initiation 
make questions out of those two 
paragraphs to ask the reader. The student Student following 
read those two paragraphs out loud and 
translated them into Farsi. His Ability to translate 
mispronunciations, 
(9) which were plenty, were corrected by Underachievement 
the teacher. Other students were listening 
and looking at the reading passage in their 
books. The teacher, in Farsi, asked Using Ll for communication; teacher 
students to ask questions out of those initiation 
paragraphs: 
Student A: What can monkeys learn? 
Reader: They can learn many things. 
Student B: What does a monkey when 
they get to the field? IRC; non-inferential questions 
Teacher's correction: What does a 
monkey do when they get to the field? 
Reader: He climb trees. 
Teacher's correction: He climbs trees. 
The class sounded a bit noisy, and the 
teacher, in Farsi, talked to them about Using Ll for communication 
class discipline and told them that they Teacher-frontedness 
should follow it. 
(9.5) Whenever the questions or the 
answers of the students were wrong, the 
teacher used to correct the syntactic Accuracy-oriented activity; focus on fonn 
mistakes. 
Student C: Why the monkey climb the 
tree? 
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Teacher's correction: Why does the 
monkey climb the tree? 
Reader: Because he IS going to pick the 
brown coconut. 
Although the reader's and other students' 
books were open during the above activity 
and though all the questions were directly Non-inferential questions 
out of the passage whose answers were 
straight mentioned in the passage, the 
students seemed weak at both Underachievement 
questioning and answering on account of 
the fact that all the time the teacher had 
to correct them. 
(9.10) Little by little it seemed that the 
students had taken my presence for 
granted. The teacher asked the reader for IRe; L 1 equivalents; contextlessness; no 













The student did not know the Farsi 
translation technique; assessment VIa 
vocabulary 
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equivalent of this word, and the teacher 
said 'ziba'. 
The student seemed to have performed the 
last activity correctly. Afterwards, the 
teacher asked him the past tense and 
past participle of a few English verbs: 
Teacher: grow 
Student: grow, grew, grown 
Teacher: Yes. 
Teacher: make 
(9.15) Student: make, made, made 
Teacher: Right. 
Teacher: drink 
Student: drink, drunk, drunk 
Teacher's correction: drink, drank, drunk 
Then the student's response was assessed 
Assessment via accuracy-oriented activity; 
memorisation of irregular verbs; grammar-
translation technique 
IRe 
by the teacher and, in Farsi, he was asked Using Ll for communication 
to sit down. Afterwards, the teacher, in 
Farsi, asked another student to go to the Using translation for assessment; reading 
board and read out loud and translate aloud for assessment; teacher initiation; 
paragraphs one, two, and three of the reading practice 
reading text into Farsi. The student read 
out loud the paragraphs and translated Student following 
them into Farsi though he had a lot of 
(9.20) mispronunciations and Underachievement 
misinterpretations which were all corrected 
by the teacher. The teacher also asked the Teacher initiation 
students to make questions based on the 
already read paragraphs. They performed 
the activity with a lot of syntactic 
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mistakes, and the teacher had to correct Underachievement 
them all the time. The reader could not 
answer any of the students' questions 
correctly, and the teacher had to provide 
the correct answers. 
(9.25) The teacher started asking for the Ll equivalents; memorisation; 
Farsi equivalents of some English words, contextlessness; grammar-translation 







Whenever the student's answer was 
right, the teacher used to nod his head, 
and in case of mistakes, the teacher used IRe 
to provide the correct answers. 
Afterwards, the teacher, in Farsi, asked Using Ll for communication; teacher 
one of the students to read aloud the initiation 
infinitives of the irregular verbs written at 
the end of the book, and the student who 
had already read the paragraphs was 
supposed to provide the past forms and Accuracy-oriented activity; memorisation 
past of irregular verbs; contextlessness; 
(9.30) participles of those infinitives by grammar-translation activity; assessmg 
heart. Almost all the pronunciations of accuracy 
both students were wrong though most Underachievement 
of the answers were right. Afterwards, the 
teacher, in Farsi, said that he would read Using LI for communication 
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out loud a story to the students for Supple t . 1 men ary matena ; teacher initiation 
listening comprehension. He had chosen a Listening comprehension 
short story about a student's first week at 
school after a long holiday from A First 
Book in Comprehension Precis and 
Composition (written by L. G. Alexander). 
First, he wrote the key words of the story 
on the board together with their English 
and Farsi synonyms, and students took 
notes. Then, he read aloud the story slowly. 
(9.35) The students seemed interested in Interest in listening activities 
the story and the activity of listening. 
The teacher was still reading the story to 
the students. Afterwards, the teacher started 
asking direct questions out of the story. Non-inferential questions 
The number of volunteers to answer was 
very low, and even those who 
volunteered, answered the questions by 
using very short phrases. In fact, most of 
the students failed to provide answers, Underachievement 
and the teacher himself had to present 
the answers. 
(9.40) The teacher wrote a couple of Farsi 
sentences on the board which seemed 
unrelated to each other and irrelevant to Sentence-level activity; contextlessness 
any specific situation and asked students 
to translate them into English. The only Using translation for teaching purposes 
relevance between the two sentences was 
the structure 'more than' which seemed to 
be the topic of syntax in the following Teaching syntax 
lessons. The English version of the two 
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sentences were 'we speak in the classroom 
more than we learn English' and 'we learn 
English more in the classroom than at 
home.' The students translated these two Grammar-translation technique; ability to 
sentences into English in their notebooks translate 
and read them out though they had some 
syntactic and preposition mistakes which 
were corrected by the teacher. It was 
noteworthy that none of the students had 
any dictionaries with them though No dictionaries 
learning to use dictionaries was one of the 
course objectives. At this time, the school 
bell was rung and we left the class. On the 
way out, I thanked the teacher for letting 
me observe his class. 
Observation 3 
Time: from 11.45 a.m. to 1.15 p.m. 
Date: Monday 6th of November 2000 
Grade: grade 3 in natural sciences 
Classroom No: 4 
No. of students: 35 
Teacher's name: Mr C 
I met the teacher in the schoolyard. His 
behaviour was very friendly towards me, 
and we went to his class together. I took a 
seat in the back of the class, and the teacher 
started calling the roll. At the beginning, 
the students seemed excited to see me, but 
gradually they ignored me. The students 
were sitting at five rows of desks in each of 
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which there stood three desks. In English, Using FL for comm ' t' 
umca IOn; teacher 
the teacher asked students to open their initiation 
books on page forty, 'Speaking 3' which 
was a sentence making exercise. 
(11.50 a.m.) He repeated the example at Audio-lingual technique 
the top of the exercise together with the 
students. Then, he, in Farsi, asked a Using L 1 for communication; teacher 
volunteer to recite the structure initiation; assessment via syntax 
mentioned in the last session. One of the Memorisation; contextlessness 
students, in Farsi, said: 'It+ to be+ Using Ll for communication 
adjective+ infinitive with to' (It+ fele to 
be+ sefat+ masdare ba to), and the teacher 
wrote the structure on the board. Each 
student, in turn, was asked, in English, to Teacher-led activity; usmg FL for 
make a sentence with the words given in communication; sentence-level activity 
'Speaking 3' which was an exerCIse 
relevant to the above structure, and the 
teacher repeated the answer in case it IRe 
was correct; otherwise, he would correct it 
by providing the right sentence. 
Afterwards, the teacher, in English, asked Using FL for communication; teacher 
some other students to do, in turn, the same initiation 
exercIse agaIn. 
(11.55) The students' responses were Syntactic knowledge 
almost correct, and the teacher corrected 
the syntactic mistakes. Then the teacher Following the textbook material 
moved to 'Speaking 4' which was a 
question-answer exercise dealing with the 
structure mentioned above. The students, Accuracy-oriented activity 
. . b U ' FL C:or communication' teacher In EnglIsh, were asked to answer one- y- smg l~ , 
one. Some of the students failed to initiation; underachievement 
3S~ 
answer, and the teacher himself provided 
the answer. Some of the students were 
writing the answers in their books. 
(12) The same activity continued till the 
exercise was finished. Afterwards, the 
teacher, in English, asked several other Using FL for communication~ teacher 
students one-by-one to do the same initiation; teacher-led activity 
exerCIse. Again some of the students 
failed to answer, and the teacher himself Underachievement 
had to provide the answer again. The same 
activity continued till the exercise was 
finished. While 'Speaking 4', which was an 
oral question-answer drill, was 
(12.5) being done, the students' books were 
open. Then the teacher, in English, asked Using FL for communication; teacher 
students to close their books, and the frontedness; students following 
students did so. On the board the teacher, 
in English, wrote: 'She bought a book', 
and, in English, he asked what the Using FL for teaching; teacher initiation 
function of each word was in that sentence. 
One of the students, in English, Using FL for communication by the 
answered, " 'She' is the subject, 'bought' student 
is the verb, and 'book' is the object." Then 
the teacher, in English, asked if we could Using FL for teaching; teacher initiation 
have a verb as the subject of the sentence, 
and one of the students said, "Yes, if it Using FL for communication by the 
has 'ing'." Afterwards, the teacher, in student 
English, said, "This is called 'gerund'. Using FL for teaching 
We can have gerunds at the beginning of Teaching syntax; teacher-centredness 
the sentence. " Then he did some 
repetitions together with the students on Audio-lingual technique 
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the structure of gerunds as sentence Teaching syntax 
subjects 
(12.10) and wrote a couple of examples on 
the board. The teacher, in English, also Using FL fi 
or communication; teacher 
asked students to make more sentences. initiation 
Some of the students made a few Students following 
sentences, and because they had 
considerable syntactic mistakes, the Underachievement 
teacher had to correct them all the time. 
Then the teacher, in English, said, "So Using FL for teaching 
gerunds can be used as the subject of the Teaching syntax 
sentence.' , Afterwards, he wrote on the 
board: 'I like swimming', and he 
performed some repetition drills with the Audio-lingual technique 
students on this new structure. He also 
carried out some substitution drills Audio-lingual technique 
together with the students on this structure. 
Then, in English, he said, "Gerunds can Teaching syntax 
be used as the object of the sentence as 
well." After this explanation, the teacher, Teacher-centredness 
in English, asked the students to make Using FL for communication 
sentences with 
(12.15) gerunds functioning as objects. 
Only a few of the students could perform 
the activity properly. Most of the Underachievement 
students were corrected by the teacher. 
Afterwards, the teacher, in English, said Using FL for teaching 
that gerunds could be used after Teaching syntax; teacher-centredness 
prepositions as well. He also wrote an 
English example on the board. Some of the 
students were taking notes, and some were 
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listening. Then there came some 
substitution drills on the structure of Audio-lingual technique 
'prep.+gerund'. Having done some 
substitution drills, they moved to page 
forty. The teacher, in Farsi, re-explained Using Ll for teaching; teaching syntax: 
(12.20) the structures in which gerunds explanation rather than involvement 
can be used. They performed repetition Audio-lingual technique 
drills in 'Speaking 1, Structure 2', which 
seemed to consist of short sentences, by 
looking at the material in their books. Then 
the teacher, in Farsi, told the students Using Ll for communication; teacher 
that they should memorise the verbs frontedness; memorisation; grammar-
after which gerunds are needed. translation technique 
Afterwards, they moved to 'Speaking 2' Following the textbook material 
which was a substitution drill. The teacher 
translated the examples of the drill into Using translation for teaching 
Farsi. Students could not do the 
substitution drill correctly chorally though 
their books were open and they were 
looking at the items. So the teacher, in Teacher initiation; teacher-led activity; 
Farsi, asked them to do the substitution using Ll for communication; audio-lingual 
drill individually and in turn. The teclmique 
students did what the teacher had asked Students following 
for, yet they had syntactic mistakes which 
were corrected by the teacher. 
(12.25) The process of doing the 
substitution drill individually while the 
books were open continued. The students 
seemed reluctant to carry out choral drills. 
Afterwards, the teacher moved to Following the textbook material 
'Speaking 3' which was a question-and-
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answer making exercise. He read out the 
example at the top of the exercise, 
(12.30) and students repeated after him. Audio-lingual technique 
Then he translated the example into Using translation for teaching 
Farsi and, in Farsi, he re-explained the Using Ll for teaching; grammar-translation 
structures in which gerunds could be technique; teaching syntax; explanation 
used. 
(12.35) , Speaking 3' was being done by 
the students in their tum. The students 
had problems with making questions 
rather than involvement 
and giving answers, and almost in all Underachievement 
cases the teacher had to provide the 
correct questions and answers. 
(12.40) The teacher, in Farsi, told the Using Ll for communication; teacher-
students they would have four minutes to frontedness 
do the same exercise in their books again. 
Students started to make and write the Students following 
questions and the answers in their books 
for the exercise which was basically a Deviation 
'Speak Out' (oral) exercise. 
(12.45) After almost four minutes, the 
teacher, in Farsi, asked one of the Using Ll for communication; teacher 
students to rub off the board and write on initiation 
it the questions and the answers related Deviation 
to that exercise. The student started Student following 
writing on the board, and other students 
were checking their own answers in their 
books. Though the student was writing 
the answers and not doing the exercise 
orally, he still had considerable syntactic Underachievement 
mistakes which were corrected by the 
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teacher. 
(12.50) The same process of writing on the 
board by one of the students and checking 
the answers in their books by the rest of the 
students continued. Afterwards, the 
teacher, in Farsi, re-explained the Using Ll for teaching' gramm t 1" 
, ar - rans atlOn 
relations of English verbs, and on the technique' teaching syntax' 1 t" 
, , exp ana Ion 
board, in Farsi, he wrote: rather than involvement 
V+ masdare ba to (V+ infinitive with to) 
V+ masdare bedoone to (V+ infinitive 
without to) 
V + esme masdar (V + gerund) 
V +that+ yek ebarate kamel (V + that+ a 
complete phrase) 
He also exemplified in English each of Using FL for teaching 
the above structures orally. 
(12.55) The teacher extensively, in Farsi, Using Ll for teaching; grammar-translation 
talked about the relations of English technique; teaching syntax; explanation 
verbs to one another. Then the teacher, rather than involvement 
in Farsi, asked students to write four Using Ll for communication; teacher 
English sentences initiation 
(1 p.m.) in which the first verb was in 
simple form and the second one in the form 
of a gerund. The students started writing Students following 
sentences in their notebooks. When the 
students finished writing, the teacher, in Using Ll for communication; teacher 
Farsi, asked one of the students to read out initiation 
one of his sentences. The student read: '1 
loves trees'. The teacher, in Farsi, told IRe 
the reader that the third person singular 
's' is not used with the pronoun'!'. He 
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also added that he had wanted them to use 
a gerund after the first verb in their 
sentences. Finally, the teacher corrected 
the reader's sentence by saying 'I love 
watering trees' . 
(1.5) The process of reading the 
sentences written by the students and IRe 
correcting by the teacher continued. 
Most of the students' sentences were Underachievement 
wrong. The teacher corrected the syntactic 
mistakes but not the pronunciation 
mistakes of the students. Afterwards, the 
teacher, in Farsi, asked for the students' Using Ll for communication and teaching 
attention and again 
(1.10) extensively explained the syntactic Teaching syntax; explanation rather than 
structures in which gerunds could be involvement 
used and exemplified each structure by 
writing a short English sentence on the 
board. Then the school bell was rung and 
we left the class. While leaving the 
classroom, I thanked the teacher for 
permitting me to attend his class. 
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Appendix D: Agenda for Interviews with Teachers and Students 
Agenda for Interviews with Teachers 
Time: from ...... to ..... .. 
Date: ..................... . 
Description of the setting (i.e., time and place) 
Acknowledgement. 
Aim of my research. 
Aim of this interview. 
Confidentiality. 
Estimated time length of the interview: about two hours. 
1. Would you please give me your background regarding 
a) your degree, 
b) your experience of teaching English, 
c) the grades in which you teach, and 
d) how long you have been teaching English. 
2. How have you found teaching English at high school (e. g., 
challenging, easy-going, satisfactory, ... )? Why? 
3. What is your idea about class size and time? 
4. What kinds of activities do you ask your students to do m the 
classroom? Why? 
5. What does 'communicative competence' mean to you? 
6. How do you think high school Iranian students can better learn EFL? 
7. What methods do you apply to teach English? Why do you use those 
methods? How have you chosen those methods? 
8. What do you think your students learn from the English language 
course and what is it that you think they do not learn from that course? 
Why? 
9. What do you think are the advantages and disadvantages of our current 
high school EFL textbooks? 
10. What are your suggestions to improve our high school EFL textbooks? 
11. What do you think an EFL exam should test? And why? 
12. What are the effects, if any, of final school English exams on your 
teaching and learning activities? 
13. What do you think it is that students prefer to learn? And what do you 
think are the reasons for such a preference? 




Agenda for Interviews with Students 
Time: from ...... to ...... . 
Date: ......... ; ........... . 
Description of the setting (i.e., time and place) 
Acknowledgement. 
Aim of my research. 
Aim of this interview. 
Confidentiality. 
Estimated time length of the interview: about an hour. 
1. Would you please give me your background regarding 
a) your grade, 
b) your field of study, and 
c) how long and where you have been learning English. 
2. How have you found learning English at high school (e. g., 
challenging, easy-going, satisfactory, ... )? Why? 
3. What is your idea about class size and time? 
4. What is it that you can do and what is it that you cannot do with the 
English you have learnt at school? 
5 . Would you please express your ideas about high school EFL textbooks? 
For instance, what are their strengths and limitations? And which parts 
of the textbooks interest you and why? 
6. What are your suggestions for their improvement? 
7. What kinds of exams do you take to pass the English course, oral or 
written or both? Could you please explain each? 
8. What are the effects, if any, of language examinations on your learning 
activities? 
9. What do you think an EFL exam should test? And why? 
10. How do you prefer to learn English? Through learning grammar, 
communication, or a combination of the two? Why? 
11. What kinds of activities do you prefer to do in your English language 
classes? Why? 
12. Which one do you think you need more, grammar, communication, or 
both? Why? 
13. Which language skills do you prefer to learn most, writing, speaking, 
listening, or reading? Why? Please list them in order of a) enjoyment 
b) usefulness for learning. 
14. Which one do you think is more important and useful, learning 
grammar, practising communication, or both? Why? 
15. What do you want English for? What are your purposes in learning 
English? 
16. If there is anything you would like to add to this interview, please go 
ahead. 
Acknowledgement. 
. .... ....... ... li 
'-- I, 
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Appendix E: EFL Test for Grade I 
The final English exam for gTade one 
Nam~ ------------------/ Class ------.-----/Kigh. 
. school--------_/ Time-3_ 
A) Dictation : Complet e the in,complet e words : ( 5 ) 
The cows are eating gra-s in the fi-ld. 'l'he serV'-nt left t l.-. 
". ------ _____ . !~e room but 
sh€ was afr-id that Newton might forget to eat-tr~;~egg. Al" f th 
------- . ~ 8 a er 
, . mows two ~c:..:.:.-:,~ :'~~_=_~:.s. He was si tt_ing near the firepl-ce in t!1e 
ki-chen • Mayb\~ . seme day you '; II diflc () -er the birds' s;~;:t;-: 
-------
( Vocabulary ) J -------------- . -----
B) Find the meaning of the underlined 'WOTds--:- ( 2 ' )' 
------ -_. __ ._-----
I) Ice turned into water • /-------------/ A) maae 
2 2) l1:: gave an answer to my c.:'lestlon • /------------/ B) go 
3) James built the first ste~~ engine. /----------/ C) put 
4) Is it time for us to lea",i '~ ? /------------/ D) changed 
E) replied 
c.) Fill in the blanks with -L·2.2 following words : ( 4 ) 
/ deep, thirsty, move, beside t get lost, far from, season, ticket, ripe / 
I) The table is too heavy. I can't ---------- it • 
2) You have to buy a ---------- if you wan.t to travel by train • 
4 3) The bus didn't come because the snow was very -----------. 
4) We pick fruits when they are ---------.---. 
5) The coldest ----.------- of the year is vcrinter • 
6) You may --:--:--:----- if YOll don't Y-IlOW your way • 
7) He needs some water • He is -----------. 
8) Is Ali near the teacher? " No, he is ------------ h' __ lID • 
;,---
----------_ .. _--
\.,;th SU1' tnble words : ( 2 ) ser ..-:;3rlCeS u. CJ. D) Complete the following 
If You need to have it when . shopping It is ----------- . you go . 
2 2) A person who receives guests is 2. ----_.--------- . 
3) A person who sells meat is a -------------. 
4) childre:1 is calj.ed a --------A school for little 
--._-------------_._--- -
I) ~moke ~ise8 from _.- .•.. --_.--_ .. _.- . 
2) 
--------_ .. - • Cl ~ ·L·J~. (Hn hot n:: .. ter • rJ.,·) Po c, 
/ 
/ 
--- .--.. - ----.:...-
-_ '~ ___ ' . ... ,. 
-----
F) Choose the best answer : ( 5 ) 
------'- --- ---_.-
I) Ali can speak French now out he 
A) mustn't B) shouldn't --------- speak French last year • 
C) can 't D) couldn ' t 
2) Reza came late, ---_________ ~. 
A) d,idn't Reza B) didn?t {-i e C) did Reza D) did he 
3) Mr ~i1ini is 70 years old. Mr Salehi is 70 yea.rs old. It means 
" Mr Salehi is 
-------------- Mr Amini 
• A) older than B) as old as C) the oldest D) old 
4) How was the weather two days ago ? 11 
------ was very cold 
" . A) -. B) That C) There D) .L" This 5 
5) Ali is ------------ student in our high school 
A) as good as B) bett er . C) the be st . D) good 
.6) Thd.s house 
---------- ten years ago • 
A) builds B) built C) is built D) was built 
\ 
7) The children 'Non't play football today,---------- ? 
A) will he B) will they C) won't they D) won 't he 
8) His father had to ----------- the telephone again 0 
A) answer B) answering C) answered D) answers 
I 9) Ali's problem is not as easy as Reza~s problem. "It means 
AI ' , ' lem \I " Reza's problem is -.. .. --------- 1. S prOD • 
A) harder than B) as hard as C eas er ~L ) i th D) th'e easi est 
10) You have a test tomorrow. You 
--------- study tonight • 
A) could B) should ) D) has to . C had to 
--.----- -. ". - - - _ .. ----_.---_ .. -I G) Rut these . words in correct . ord~ : ( 2 ) 
2l ~: -::e~~::b :~~e:-: ::::: :::-':::t ~ rd ay, lunch . 
----
-=---.-... - . -.---.. 
-----.,----
Hi} Change to passive : ( I ~ 5 ) .. . . ~ . 
--_._ . . _---
1. . I) If:e passed the food to the p;J.est. 
2) H· . t.' ~nmnrrnw • ; e \"11.11 a.nswer thC:' (Hles , l..nns I . I 
-' 
------------ • 
. ' .. ' ~ 
Javad is ----------- than Nader • 




s entences · : 
I 
I " 
( fat ) ! 
! 
" ,,! 




'.:-< : i I 
. N'ader-Javad-2arviz ' . ~ ., . 
r J) Match the questions in col'-1Irill /A/ with. the C1"Is' ,. , " .,. ~4 wers In column /B/ :·(3) ' 
,j I) What does Ali do ? 
l 2) Can I use your car? 
/ ! 
1~-7 
________ Z_B Z . , 
-- ---------
a) Yes, just a moment , please t. 1 
3 j3) Ho\,,{ old is Reza ? / I 
4) What is his nationality? L 7 
h) He's the tall man • 
0) He'e fifteen. 
d) Heis Hassan • 
i ., I' 
, , 
. ::; 'r 'I 
2 
5" ' . 
5) May I speak to Mr Amini ? L · 7 
. ' •. , i 
. 6) Whi~lr one is Mr Salehi? L / 
J 
e) He's a student • : 1 
f) H ' G , .". I e s a erman. . ' ~ .. " I 
g) Sorry. I need it right n~:;: :;J I 
f_~~g~~~~~i£~_l 
K) Put these words Under the right column : ( 2 ) 
. 1/ say ,- sleep ,. 8 eat t: wai t ~. take ,. eat 
I i:: / .. ii. · .............. · •••• ~ •••••• ~ / eI / 
j.22~~!~!@~!!_1_ 
.L). Re '~d the pa.ssage and answer the questions : (: 5 ) 
One day a rich man was inn ted to dinner. He spent the day: working '1Ji/ 
his garden. At sunset he didn ~ t have time to dress for the dinner • H,e':, 
' . . T • 
went in his ·work clothes • . At dirmer he was seated far from the host .,":: t~/ 
•. . .• . . I ' ~ ', '. 
No one spoke to his • He got up and went home • He washed. He ' dre8sea:r}~. 
hrfine clothes~ Then he came back. Nowthe host said ,."Come sit be '8fa'~ 
me." Th'e host pass'ed the food 1;0 him - •. The man took the food and. b~gaiL,· 
putting it in his pc ckets. " Eat, clothes, eat ." he said . ' ';f'j' 
_L_9~~1!2g~_L r·.: 
I}: what was the rich man doing· during the day? ------------------:;(;,;; .. 
5 2) Who spoke to him ? __________________ - ______ --. , . .1 :J: 
3) What did the rich man do with the food ?---"-"-------------------~i;; -
4} Did ·the rich· man sj,.t ·oeside the host first ? ----------~;.:- ~, ~ 
~/ ) 
- 5) Th·e . h 1 h-is u<r01"k clothes. ( False - TrUe r~c . ' man forgo-J:; to c l!.e..nge j.. ,.-
- 6) Wh '" h t d ' dn 't s peak to him • 
. . . en his clothes weren· t fine f :tae . os l 
( FaTee - True ) 
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......... .... ....... ......... :.: ... . ~ .. .: ::.: .. : .. .... .... .... . 
-, .... .. -', ...... . 
"-. -.. -.... .:-:.:....,.: .. 
/ 
-------------------.~~--------------------------------M) Read the seritences ~d choose the best ans wer, ( 5 ) 
/ I) ']lhe fanner must climb ea·on tree. to pick coconuts . It is . ar 
Some farmers keep monke ys • They do this 'l'ro rk • 
I) Keeping monkeys is hard. 
2) Pick~ng coconuts is difficult • 
3) Farmers do hard work • 
4) Monkeys hardly pick COconu.ts It 
----- -_._-._-- -------------- --- -------------------------
2):- The lNOman found Newton s~anc1ing by the fire mth the egg in his I) Newton was far from the fire . 
2) Newton was boiling the egg 
• 3) Newton was eating ~~ fie egg . 
, 4) Newton was near t ~·~~ fire 
• 
---------------------------------------------------------
3) I can't speak a word of Spanish . 
5· I) I know Spani,sh very well. 
2) I am able to speak SJ)anish . 
3) I don't know ~-··-·''; ·s h at all 
• 
....... i:.J C; 'L _ .1._'_' .... 
4) I don't know the 'fi~ rd "speak" 
• .' I " 
-----------------------
---------------------------------
4) Not all . birds migrate , but great numbers of them do • 
I) A .lot of birds migr~te • 
2) All birds migrate • 
3) A great numbers of birds never migrate. 
4) Few birds migrate • 
--------------------------------------------------------
5 ) James Watt built a ste2ID engine that could move things like boats 
and wagons • 
I). . He -liked -to -move boats and wagons . 
2) Some boatSand vvagcns we re built by him • 
3) A steam engine was ~uilt by him. 
4) loo ·_~ed like boats and wagons • A st earn engine .. 
/ Good Luck / 
/ 
/ 




2' ------------- 3) 4) J --________ _ ) --------- 5) --__ 
7 ----------- .. - [)) ----------- 9) ----------1 ) 
~L_!!~_~~~_~~~~g_~!-!g~_~~~E~~g~~_~~E~~ : (2) 
I) ---------- 2) ----------- 3) ----------- 4) 




2) ----------- 3) ----------- 4) 





I} ---------- 2) --------------- 3) ------------ 4) --------
E) Look at the -pictures and camnlete the sentences : (2 ) 
--------------------------------------------------
I) -----~------ 2) ------------- 3) ------------ 4) ---------
F} Choo s e the be st ansv.rer : (5) 
------------------------
I-C ) 2-( ) 3-( ) 4-( ) 5- :: ) 6-( .) 7-( ) 8-( ) 9-.( ) 10-( ) 
t -: , 
, 
"' 
(~ .. . ~ :"'J 
G) Put these ' words in the correct order : (2) 
---------------------------------------
, . 
I} --------------------.---- 2) -----------------~~-------------~~~-~ -
!!L_~~g~~Q_E~~~!~~ : (1/5) 
rl ----_________________ ------. 
- J 2) ------------------------------. 
", 
I) ------------ 2) ------------.-- J) --------------
tTl Match column. A with column B' : (3) , 
- :-:.~~::--=-==-=-=-=-='":".::-=-:--:::-::----~-::-:-:-- -- .. - - -.. ) -----
I}----- 2) ----- J) ----- 4) ----- 5) ----- 6 
K) Pronunc:iation : ( 2) 
-----------------
I ~: / ---------------------.---- , I ell ----------------------------
L)_~~~~_~~_E~~~~g~_~~-~~~~~!-~t~-g~~~~!~~~ : (5) 
------------------. I) --_______________ ------------. 2) -------- _____ -------- . 
3) A) ------ ---------- _____ - ___________ - ________ --. 't 
5) 
---------
. 6) -;-------- .. . 
